ED 275 135

AUTHOR

TITLE
INSTITUTION
SPONS AGENCY

PUB DATE

NOTE
PUB TYPE

EDRS PRICE
DESCRIPTORS

ABSTRACT

DOCUMENT RESUME

FL 016 032

Guillen, Leonor; And Others

A Resource Book for Building English Proficiency.
Creative Associates, Inc., Washington, D.C.

Office of Bilingual Education and Minority Languages
Affairs (ED), Washington, DC.

Feb 85

129p.; For related documents, see FL 016 031-033.
Guides - Classroom Use - Guides (For Teachers) (052)
-- Collected Works — General (020)

MF01/PC06 Plus Postage. ,

*Bilingual Education Programs; *Classroom Techniques;
Culturel Awareness; Educational Objectives;
Educational Policy; Educational Strategies; *English
(Secon? Language); Federal Government; Instructional
Materials; Language Proficiency; *Limited English
Speaking; *Program Development; Program Evaluation;
Public Policy; Second Language Instruction; Second
Language Learning; Skill Development; State
Government; Student Evaluation; Teacher Education:
Teacher Selection

This resource book is a collection of articles,

annotated references, zad resource lists to supplement the
accompanying handbook and trainer's guide for educators planning or
working with English language programs for limited English proficient
(LEP) students. The first part presents resources of interest to
administrators adapting programs for a new school population, and
contains sections on teacher selection and training, instructional
programs for LEP students, policies and federal or state guidelines,
and evaluation of programs for LEP students. The second part
addresses the interests of the classroom teacher, including culture
and the teacher, LEP student assessment, developing goals and
objectives for LEP students, research on second language learning,
teaching strategies for this population, establishing a resource
center, and available instructional materials, with publisher and
distributor addresses provided. (MSE)

KARERRAKERKRKRXRKRRRRRERRRRRRAR AR R ARk hhhhhhhhhhhhxhhk

* Reproductions supplied by EDRS are the best that can be made
*

from the original document.

*
*

khkkkkhkhhkhhhkhhhhhkkhhkhhhhhkhhhhhhhhixkhhkhhhhhkhhkhhhkhkhhkhhhkhhhkichhhhkhhhhkhhkhkhkk®




Q

ERIC

Aruitoxt provided by Eic:

| SN

. “PERMISSION TO REPRODUCE THIS
MATERIAL HAS BEEN GRANTED BY

Diane T. Dodge

TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC).”

U.S. DEPARTMENT OF EDUCATION
Office of Educalional Research and Improvement

EDUCATIONAL RESOURCES INFORMATION
CENTER (ERIC)

This document has been reproduced as
received from the person or organization
orignating it

O Minor changes have been made to improve
reproduction quahty.

® Potnts of view or opinions stated in tr1s docu-
ment do not necessarily represent afficial .
OERI position of policy. -



A Resource Book
For Building

English Proficiency

Developed by

Creative Assaociates, Inc.
Washington, DC

Bilingual Education Instructional and Training Materials Project

Funded by

Office of Bilingual Education and Minority Language Affairs
U.S. Department of Education

February, 1985

O
E119 5



A Resource Book for Building English Proficiency was produced uuder a contract
with the U.S. Department of Education, the Office of Bilingual Education and Minority
Language Affairs. Opinions expressed herein do not necessarily reflect the position or
policy of the Department, and no official endorsement should be inferred.



Acknowledgements

This Resource Book was prepared by Leonor
Guillen with the cooperation of members of the
staff of Arlington Public Schools and assistance
from teachers and specialists in the areas of En-
glish as a Second Language (ESL) and Bilingual
Education.

Special thanks are extended to the following
individuals:

HILT Resource Teacher,
Arlington Public Schools

Theresa Bratt

Assistant Professor and
Associate Director
Center for Bilingual/
Multicultural Education,
George Mason University

Virginia Collier

Co-Director, Office of
Community Services,
School of Continuing
Studies,

University of Miami

Gilberto J. Cuevas

Elementary Resource
Specialist,
Arlington Public Schools

Melissa King

ESOL Trainer,
Office of Refugee
Resettlement,
Catholic Diocese of
Richmond, Virginia

Jean Lewis

Media Specialist,
Title VII Project,
Montgomery County
Public Schools

Toni Negro

We also would like to acknowledge the coop-
eration received from members of the staff of the
National Clearinghouse for Bilingual Education
and the Georgetown Bilingual Education Service
Center.

Within Creative Associates, Emily Kohn and
Karen Vander Linde provided invaluable cditorial
assistance.

Finally, we would like to acknowledge Elisa-
beth B. Glover for layout and design, and Patricia
Loy for administrative support.




The Bilingual Education Instruc a
Training Materials Project was fup. « . .ot
1982, by the Office of Bilingual * =« . ad

Minority Language Affairs (OBEMLA; :n .. U.>.
Department of Education. Over a period ot two-
and-one-half-years, the project demonstrated how
a school district can respond effectively to the
challenge of a new student population—specifi-
cally, students with limited English proficiency.

The project represented a collaborative effort
between Creative Associates, Inc., a minority-
owned firm specializing in the development of
human resources, and Arlington Public Schools
in Virginia, a small suburban school district facing
a large increase in its limited English proficient
(LEP) student population. A Technical Team that
included teachers of English for Speakers of Other
Languages (ESOL) and curriculum specialists in
the Arlington Schools, Creative Associates’ staff,
and representatives from the Alexandria Schools,
George Mason University, and the Georgetown
Bilingual Education Service Center, worked to-
gether to

® describe, pilot test, and validate a process
approach to the development of curriculum
and instructional materials;

® produce training materials that will be used
by trainers in helping teachers use the process
approach to develop curriculum and instruc-
tional materials; and

® prepare a set of instructional materials suit-
able for use with LEP students,

Preface

The project began with a state-of-the art review
f the literature. Drawn from that research were
these conclusions:

® Classroom teachers and all personnel in-
volved in the education of LEP students need
materials that are suitable and adaptable to
teaching limited English speaking students.

® Because the language minority population
changes often, educators must constantly adapt
both locally developed and commercial ma-
terials.

® Teacher involvement, administrative sup-
port, and teacher training are major factors
contributing to the success of local instruc-
tional materials design.

® Locally developed curriculum and instruc-
tional materials rarely are shared widely with
other potential users.

National needs, the priorities of the OBEMLA,
and the findings of the literature study provided
an impetus for the development of several products
des. ened to assist other school districts, particu-
larly rural and small suburban districts, that are
experiearing a sudden influx of LEP students.
Each product reflects the research findings and the
expe:iuce-based beliefs of Arlington Public
Schools personnel that instructional innovations
cannot be accomplished in a vacuum. Educational
change, to be successful, must be placed in the
total context of program planning and implemen-
tation to assure the creation of a permanent system




to respond .9 \..2 needs of ne« student populations
or new educational prioritic, and concerns.

The products which resulted from this project
are .=~ ‘rihed below.

A Literature Revi--v

This document presents a review of the avaiiavic
curriculum materials in the Washington, DC, m.
ropolitan area and a search of available curriculv- -
and teacher training materials at the Bilingual Ed-
ucation Service Center at Georgetown University
and the Bilingual Center at the University of Mary-
land. It includes documented information and an
assessment of the needs and practices of instruc-
tional design at the local level. The document
nrovides verification of the process approach im-
plemented in the Arlington Public Schools.

A Process for Meeting the
Instructional Needs of Special Student
Population-

Addressed 1+ icators in school districts faced
with the need to respond to student populations
not previously served, this document provides a
description of how Arlington Public Schools re-
sponded to the need for change. It outlines the
five stages in the change process and illustrates
these descriptions with events as they took place
in Arlington.

Training Materials

A Classroom Teacher’s Handbook for
Building English Proficiency

This practical handbook is addressed to teachers
who work in small school districts and who must
accommodate students with limited English pro-
ficiency in their regular classroom programs. Its
purpose is to help teachers in acquiring the skills
they need to develop effective strategies and to
adapt the curriculum and instructional materials
to meet the needs of this special student popula-
tion.

A Trainer’s Guide to Building English
Proficiency

Part One of this book, addressed to school ad-
ministrators, examines the decisions and tasks re-
quired at each stage in the process of change. Part
Two, addressed to those who support teachers,
provides strategies to assist teachers in adapting
instruction and muatcrials for LEP students. Part
Two must be used ir. < * <1 5ction with the Hand-
Dok,

A Resource Book for Building English
Proficiency

Designed as a supplement to the Handbook and
Trainer’s Guide, this book includes articles, an-
notated references, and resources for those who
wish to explore topics more extensively. It crfers
both theoretical discussions and practical advice
on who to call and where to look for assistance.
It provides the research and a theoretical basis for
informatior * 1dbook and the Trainer’s
Guide.

Instructional Materials

Beginning Social Studies for Secondary
Students: Building English Proficiency

This set of instructional materials, designed for
students with very limited English proficiency,
includes a Reader, a Student Workbook, and a
Teacher’s Manual. The Reader is a collection
of illustrated reading selections that reinforce read-
ing skills through social studies content. The Stu-
dent Workbook includes pre- and post-reading
activities to help reinforce reading and study skills
using concepts introduced in the Reader. The
Teacher’s Manual includes general teaching
strategies that take the teacher step-by-step through
the presentation of lessons. Instructions include
objectives for each lesson, appropriate teaching
strategies, and answers to the exercises. The
Teacher’s Manual also contains pre- and post-
tests for each unit with answer keys and scoring
instructions.
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Introduction

The Resource Rook is a collection of articles,
annotated references, and resource lists to sup-
plement the information in the Handbook: and the
Trainer’s Guide. The book can also be used in-
dependently as a guide to resources for educators
who work with or plan programs for limited Eng-
lish proficient students.

The Resource Book has two parts. Part One,
Decision Making for Building English Profi-
ciency, presents resources of particular interest to
administrators who seek more comprehensive in-
formation as they consider the decisions at each
stage in the process of adapting programs for 2
new school population. Part Two, Classroom
Practices for Building English Proficiency, ad-
dresses the interests of the classroom teacher. It
covers topics, such as how to assess and teach

LEP srudents, how to set up a resource center,
and where to find materials for LEP students.

A brief statement introduces each topic area in
the Resource Book. Throughout the took, feature
articles about the various topics have been repro-
duced. Recognizing that you have limited time to
ohtain and review resources, we have included
articles that are practical, informative, and rele-
vant. In each section, bibliographic entries provide
a review of the material on the topic and infor-
mation about where you can obtain the different
resources. The book concludes with a list of pub-
lishers and distributors that handle materials you
may want in order to establish your own Resource
Center and to obtain more classroom materials for
LEP students.




PART ONE

DECISION MAKING

FOR
BUILDING
ENGLISH
PROFICIENCY
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Selecting and
Training Teachers

The feature article in this section summarizes
the lessons learned from a review of research on
teacher training practices. Not surprisingly, the
article concludes that effective teacher training
includes theory, demonstration, practice, feed-

back, and classroom application.

Following the article are annotated entries that
include guidelines for certification and preparation
of ESL and bilingual-bicultural teachers, and teacher
training materials and approaches.

12
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Improving Inservice Training: The
Messages of Research

Bruce Joyce and Beverly Showers

To be most effective, training should include
theory, demonstration, practice, feedback, and
classroom application.

We have just completed a two-year effort to ex-
amine research on the ability of teachers to acquire
teaching skills and strategies.

The first message from that research is very posi-
tive: teachers are wonderful lear vers. Mearly all teach-
ers can acquire new skills that “fine tune” their com-
petence. They can also learn a considerable repertoire
of teaching strategies that ar= new ‘o them.

The second message is more sobering, but still
optimistic: in order to improve their skills and learn
new approaches to teaching, teachers need certain
conditions—conditions that are not common in most
inservice settings even when teachers participate in
the governance of those settings.

The third message is also encouraging: the re-
search base reveals what conditions help teachers to
learn. This information can be used to design staff
development activities for classroom personnel.

Two Purposes of Training

Improving our teaching can be focused on “tun-
ing” our present skills or on learning aew ito us)

FEBRUARY 1980
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ways of teaching. When tuning our skills, we 1y to
become more affirmative, involve students more, man-
age logistics more efficiently, ask more penetrating
questions, induce students to be me.2 productive, in-
crease the clarity and vividness of our lectures and
illustrations, and understand better the subject matter
we teach. In short, we work on our craft. Training
oriented toward fine tuning consolidates our com-
petence and is likely to increase our effectiveness.

idastering new teaching strategies or models
and/or learning to put alternative curriculums in
place is quite a diffecent goal. To master a new ap-
proach we need to explore and understand its ratio-
nale, develop the ability to carry out the new strat-
egies, and master fresh content.

Generally speaking, “fine tuning” our existiag
approaches is easier than mastering and implementing
new ones, because the magnitude of change is smaller
and less complex. When we change our repertoire, we
have to learn to think differently, to behave differ-
ently, and to help children adapt to and become com-
fortable with the new approaches, so mastery of new
techniques requires more intensive training than does
the fine tuning.

We organized our analysis to find out how var-
jous components of trzining contribute to learning.
To do this we developed a typology of “levels of im-
pact” of training and another for categorizing train-
ing components. Then we asked the question, “In the
body of research on training, how much does each
kind of training component appear to contribute to
each level of impact?”

Levels of Impact

Whether we teach ourselves or whether we learn
from a training agent, the outcomes of training can be
classified into several levels of impact: awareness; the
acquisition of concepts or organized knowledge; the
learning of principles and skills; and the ability to
2pply those principles and skills in problem-solving
activities,

» Awareness—At the awareness level we realize
the importance of an area and begin to focus on it
With inductive teaching, for example, the road to com-
petence begins with awareness of the nature of induc-
tive teaching, its probable uses, and how it fits into
the curriculum.,

o Concepts and Organized Knowledge—Con-
cepts provide intellectual control over relevant con-
tent. Essential to inductive teaching are knowledge of
inductive processes, how learners at various levels of
cognitive development respond to inductive teaching,
and knowledge about concept formation.

¢ Principles and Skills—Principles and skills are

EDUCATIONAL LEADERSHIP

tools for action. At this level we learn the skills of
inductive teaching: how to help students collect data,
organize it, and build concepts and test them. We also
acquire the skills for adapting to students who display
varying levels of ability to think inductively and for
teaching them the skills they lack. At tiis level there
is potential for action~—we are aware of the area, can
think effectively about it, and possess the skills to act.

e Application and Problem Solving—Finally, we
transfer the concepts, principles, and skills to the
classroom. We begin to use the teaching strategy we -
have learned, integrate it into our style, and combine
the strategy with the others in our repertoire.

Only after this fourth level has been reached can
we expect impact on the education of children.
Awareness alone is an {nsufficient condition. Organ-
ized knowledge that is not backed up by the acquisi-
tion of principles and skills and the ability to use
them is likely to have little effect.

Components of Training

Most of the training literature consists of investi-
gations in which training elements are combined in
various ways, whether they are directed toward the
fine-tuning of styles or the mastery of new ap-
proaches. From our analysis, we were able to identify
a number of training components that have been stud-
ied intensively. Alone and in combination, each of
these training components contributes to the impact
of a training sequence or activity. (As we shall see,
when used together, each has much greater power
than when they are used alone.) The major compo-
nents of tr2ining in the studies we reviewed are:

1. Presentation of theory or description of skill
or strategy;

2. Modeling or demonstration of skills or models
of teaching;

3. Practice in simulated and classroom settings;

4. Structured and open-ended feedback (provi-
sion of information about performance);

5. Coaching for application (hands-on, in-class-
room assistance with the transfer of skills and strat-
egies to the classroom).

The Nature of the Literature

We analyzed more than 200 studies in which
researchers investigated the effectiveness of various
kinds of training methods. Determining levels of :m-
pact from single and combined treatments was diffi-
cult for several reasons. Most training studies were
not designed to measure levels of impact on the in-
cremental value of each training component. Rather,

14




research questions were generally focused on differ-
ences between treatment and comparison groups.

Conclusions nearly always addressed the issue of
whether skills were acquired and demonstrated. The
question of transfer at the classroom level was ad-
dressed in relatively few studies. Nevertheless, we
have developed working hypotheses regarding ex-
pected levels of impact from the various training
strategies. The hypotheses are extrapolations derived
from investigations that examined training elements
for their impact on teacher behavior. Although the
conclusions here are working hypotheses, we believe
they adequately represent the present state of the
literature and that training programs can use them
reliably.

No single study used all training components and

measured effects at all levels of impact. However, the

training literature taken as a whole provides informa-
tion on many of the possible combinations. For ex-
ample, simulated practice has been studied for its
impact on skills development (Cruickshank, 1968;
Vicek, 1966). Structured feedback has been compared
to open-ended feedback and self-observation (Tuck-
man, 1969; Saloman and McDonald, 1970).

Studies combining modeling, practice, and feed-
back (Orme, 1966); presentation, practice, and feed-
back (Edwards, 1975; Hough, Lohman, and Ober,
1969) ; presentation, modeling, practice, and feedback
(Borg, 1975; Borg, Langer, and Kelly, 1971); and
presentation, modeling, and feedback (Friebel and
Kallenbach, 1969) have been heavily investigated
with respect to skill acquisition and transfer.

Alkhough few studies focused on “coaching to
application”” as conceived here, several treatments in-
cluded lengthy follow-up feedback after initial train-
ing (and these methods seemed to result in greater
transfer at the classroom level). Feldon and Duncan
(1978) demonstrated the power of observation, feed-
back, and goal-setting to boost the effects of training,
and Borg, Langer, and Kelley (1971) found perman-
ence of fine-tuning skills in a delayed posttest after
an initial training that included presentation, modei-
ing, practice, and feedback.

Is there a clear demarcation between fine tuning
and new repertoire? Sometimes it was unclea. if the
focus of the study was fine tuning of existing skill, or
redirection of teaching style. Frequently, pretraining
observations of teaching were omitted from the train-
ing study, so the level of entry skills was unknown.
However, we have applied several general rules of
thumb to distinguish the purposes of training. First,
if preservice teachers were the subjects of training,
we were more likely to label the training objective
“new repertoire” than if inservice teachers were the
subjects. Secondly, training aimed at questioning

skills, discussion skills, question wait time, attending
tc overlooked students, and positive reinforcement of
de rable student behavior were generally classified

. w tuning.” It seemed reasonable to assume that
wiese behxviors reside in everyone’s repertoire, includ-
ing teachers and teacher trainees. Third, if training
involved installation of a new curriculum, instruction
in inquiry strategies, or unusual models of teaching
that departed radically from the usual recitation class-
room process, the purpose of training was assumed
to be redirection of teaching style.

Was there an awareness of the need for address-
ing the transfer question in the training research? Ap-
parently, many researchers are aware of the need to
assess transfer of learned skills at the classroom level.
Recent carefully designed studies examining relation-
ships between student learning and teacher training
have carefully monitored teacher behavior in the
classroom to assure the implementation of new strat-
egies thought to influence student learning. Further-
more, many studies conclude with the observation
that application of skills in the classroom should be
the subject of future research.

What is the power of individual components?
Some components were studied intensively; others
were not. We discovered no studies in which presen-
tation alone was the training strategy, but it often
appeared as a “control,” when it was invariably sur-
passed by treatments including modeling, practice, or
feedback components. Likewise, no studies were re-
viewed in which practice alone constituted the treat-
ment.

The evidence for modeling and feedback is the
clearest. Koran, Snow, and McDonald (1971) demon-
strated the efficacy of modeling for redirecting teacher
behavior, and Good and Brophy (1974) illustrated the
effectiveness of feedback in a2 powerful one-shot inter-
view based on four months of classroom observation.

How conflicting were the findings? The results of
training studies are remarkably consistent. Teachers
learn the knowledge and concepts they are taught and
can generally demonstrate new skills and strategies if
provided opportunities for any combination of model-
ing, practice, or feedback.

Was the level of impact always discernible? The
absence of fine-grained analyses that examine all
levels of impact for individuals in a training program
leaves many questions unanswered, for example, the
percentage of trainees that achieved each level of
impact following training. For the purposes of this
review, we assumed that skills had been acquired if
teachers were observed to exhibit the trained skills or
strategies in peer teaching, microteaching, or class-
room settings. If observations occurred several montks
after completion of training and the trained skills or

Fesruary 1980
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Bruce Joyce (left) is Writer and Researcher in Educa-
tion, Palo Alto, California; Beverly Showers is at the
Center For Educational Research, Stanford University,
Stanford, California.

strategies were in evidence, we assumed transfer had
been accomplished. Now, what did ‘we find?

Effectiveness of Components

1. Presentation of Theory—The substance of
theory components is the rationale, theoretical base,
and verbal description of an approach to teaching or
a skill or instructional technique. Readings, lectures,
films, and discussions are used to describe the ap-
proach, its conceptual base and potential uses. In
many higher education courses and inservice insti-
tutes and workshops, it is not uncommon for presen-
tation of theory to be the major and in some cases the
sole component of the training experience. In research
it is frequently combined with one or more of the
other components.

Level of impact: Either for tuning of style or
mastery of new approaches, presentation of theory
can raise awareness and increase conceptual control
of an area to some extent. However, it is for relatively
few teachers that it results in skill acquisition or the
transfer of skills into the classroom situation (al-
though there are some people who build and transfer
skills from theory presentations alone). On the other
hand, when the presentation of theory is used in com-
bination with the other training components, it ap-
pears to boost conceptual control, skill development,
and transfer. It is not powerful enough alone to
achieve much impact beyond the awareness level, but
when combined with the others, it is an important
component.

2. Modeling or Demonstration—Modeling in-
volves enactment of the teaching skill or strategy

either through a live demonstration with children or -

adults, or through television, film, or other media. In
a given training activity, a strategy or skill can be
modeled any number of times. Much of the literature
is flawed because only one or two demonstrations

EoucatioNAL LEADERSHIP

have been made of some quite complex models of
teaching, thus comprising relatively weak treatments.

Level of impact: Modeling appears to have a con-
siderable effect on awareness and some on knowledge.
Demonstration also increases the mastery of theory.
We understand better what is illustrated to us. A
good many teachers can imitate demonstrated skills
fairly readily and a number will transfer them to
classroom practice. However, for most teachers model-
ing alone is unlikely to result in the acquisition and
transfer of skills un'ess it is accompanied by other
components. Fairly good levels of impact can be
achieved through the use of modeling alone where
the tuning of style is involved, but fo1 the mastery of
new approaches it, by itself, does not have great
power for many teachers. All in all, research appears
to indicate that modeling is very likely to be an im-
portant component of any training program aimed at
acquisition of complex skills and their transfer to the
classroom situation.

3. Practice Under Simulated Conditions—Prac-
tice involves trying out a new skill or strategy. Simu-
lated conditions are usually achieved by carrying out
the practice either with peers or with small groups of
children under circumstances which do not require
management of an entire class or larger group of chil-
dren at the same time.

Level of impact: It is difficult to imagine practice
without prior awareness and knowledge; that is, we
have to know what it is we are to practice. However,
when awareness and knowledg. have been achieved,
practice is a very efficient way of acquiring skills and
strategies whether related to the tuning of style or the
mastery of new approaches. Once a relatively high
level of skill has been achieved, a sizeable percentage
of teachers will begin to transfer the skill into their
instructicnal situations, but this will not be true of
all persons by any means, and it is probable that the
more complex and unfamiliar the skill or strategy, the
lower will be the level of transfer. All in all, research
supports common sense with respect to practice under
simulated conditions. That is, it is an extremely effec-
tive way to develop competence in a wide variety of
classroom techniques.

4a. Structured Feedback—Structured feedback
involves learning a system for observing teaching be-
havior and providing an opportunity to reflect on
teaching by using the system. Feedback can be self-
administered, provided by observers, or given by
peers and coaches. It can be regular or occasional. It
can be combined with other components, which are
organized toward the acquisition of specific skills and
strategies. That is, it can be directly combined with
practice and a practice-feedback—practice-feedback
sequence can be developed. Taker alone, feedback can
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SCHOOLS within SCHOOLS

AN ANSWER TO
THE PUBLIC SCHOOL DILEMMA

8YDA. CLEMENTA. SELDIN

Introduction by Dr. Mario D. Fantini,
Dean of Education, University of Massachu3setts

Do you know the 10 essantials foi the success of a
public school with coexisting programa? Or.
Clement A. Seidin, &1 educator who has taught
extensively in a ploneering School Within a School,
analyzes the 10 essentiais. If one is missing, the
entire program may be jeopardized. Caretuily
researched, clearly written, here is a provocative
approach to thy. compatibie matching of teaching
and leaming styles. “Seidin significantly expands
our knowiedge aiid undorstanding,” says Or.
Fantini. Review .t the lite~ture, extensive
bibilography, soiid recom-endaions. Paper, $4.60
(Inciudes postage and handiing). Order today from
GLUTTHE-PENNINGTON, LTD., Croton-on-Hudson,
New York 10520.

result in considerable awareness of one’s teaching be-
havior and knowledge about alternatives. With re-
spect to the fine tuning of styles, it has reasonable
power for acquisition of skills and their transfer to
the classroom situation. For example, if feedback is
given about patterns of rewarding and punishing,
many teachers will begin to modify the ways they
reward and punish children. Similarly, if feedback is
provided about the kinds of questions asked in the
classtoom, many teachers will become more aware of
their use of questions and set goals for changes. In
general these changes persist as long as feedback con-
tinues to be provided and then styles gradually slide
back toward their original point. In other words, feed-
back alone does not appear to provide permanent
changes, but regular and consistent feedback is prob-
ably necessary if people are to make changes in very
1aany areas of behavior and maintain those changes.

4b. Open-Ended Feedback—Unstructured feed-
back—that is, feedback consisting of an informal
discussion following observation—has uneven impact.
Some persons appear to profit considerably from it
while many do not. It is inost likely that unstructured
feedback best accomplishes an awareness of teaching
style and as such can be very useful in providing
“readiness” for more extensive and directed training
activities. For example, teachers might begin to ob-
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serve one another Informally and engage In general
discussions about teaching behavior and then proceed
toward focused attempts at change. Modeling fol-
lowed by practice and feedback can be very powerful
int achieving skill development and transfer.

8. Coaching for Application—~When the other
training components are used in combination, the

" levels of impact are considerable for most teachers up

through the skill level, whether the object is the tun-
ing of style or the mastery of new approaches to
teaching. For example, demonstration of unfamiliar
models of teaching or curriculum approaches com-
bined with discussions of theory and followed by
practice with structursd feedback reach the skill ac-
quisition level of impact with nearly all (probably
nine out of ten) teachers at the inservice or preservice
levels. If consistent feedback is provided with class-
room practice, a good many, but not all, will transfer
their skills into the teaching situation. For many
others, however, direct coaching on how to apply the
new skills and models appears to be necessary.
Coaching can be provided by peers (other teacher,),
supervisors, professors, curriculum consultants, or
others thoroughly familiar with the approaches.
Coaching for applicatiun involves helping teachers
analyze the content to be taught and the approach to
be taken, and making very specific plans to help the
student adapt to the new teaching approach.

Combinations of Components

For maximum effectiveness of most inservice
activities, it appears wisest to include several and per-
haps all of the training components we have listed
(see, for example; Orme, 1966.) Where the fine tuning
of style is the focus, modeling, practice under simu-
lated conditions, and practice in the classroom, com-
bined with feedback, will probably result in consider-
able changes. Where the mastery of a new approach
i¢ the desired outcome, presentations and discussions
of theory and coaching to application are probably
necessary as well. If the theory of a new approach is
well presented, the approach is demonstrated, prac-
tice is provided under simulated conditions with care-
ful and consistent feedback, and that practice is fol-
lowed by application in the classroom with coaching
and further feedback, it is likely that the vast majority
of teachers will be able to expand their repertoire to
the point where they can utilize a wide variety of
approaches to teaching and curriculum. If any of these
components are left out, the iciract of training will be
weakened in the sense that fewer numbers of people
will progress to the transfer level (which is the only
level that has significant meaning for school improve-
ment). The most effective training activities, then, will
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be those that combine theory, modeling, practice,
feedback, and coaching to application. The knowledge
base seems firm enough that we can predict that if
those components are in fact combined in Inservice
programs, we can expect the outcomes to be consider-
able at all levels.

Future research on training should systematically
address the many cells of the training components/
levels of impact matrix that currently lack adequate
data. An emphasis on the effects of “coaching to ap-
plication” on “problem solving”~with coaching ad-
ministered by other teachers, principals, supervisors,
and so on—should provide useful information not
only on “coaching” as a training strategy but on the
relative effectiveness of vavious training agents as
well. If, in fact, coaching by peers proves to boost the
magnitude of classroom implementation, an extremely
practical and powerful training method can be added
to the already tested strategies of theory presentation,
modeling, practice, and feedback. &’
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Bean, R.M. and R.M. Wilson. Effecting Change
in School Reading Programs: The Resource Role.
1981. International Reading Association, 800
Barksdale Road, Newark, DE 19711.

Although the book is targeted to the Reading
Resource Specialists, its contents car. ue used by
anyone in the resource role, regardless of the field
of specialization or responsibility. The book is
especially useful for anyone starting work as a
resource specialist in a school district.

This publication describes the competencies of
an effective resource person; elaborates on the
importance of communication and needed inter-
personal skills; suggests leadership and decision-
making strategies; and provides lists of internal
and external resources that the specialist can con-
sult. Appendices provide practical information on
interviewing for the position of resource specialist,
preparing for the first week on the job, and work-
ing in the classroom and with parents.

Center for the Development of Bilingual Cur-
riculum—Dallas. B ‘ngual Teacher Training
Packets. 1982. Evaluation, Dissemination and As-
sessment Center, Dallas Independent School Dis-
trict, 3700 Ross Avenue, Box 103, Dallas, TX
75204.

Instructors and resource personnel at institutions
of higher learning and education service centers,
as ‘vell as staff development specialists in school
districts will find these packets useful. There are

five series, each containing three packets. Each
packet has an instructor’s guide and a student’s
text. Following are the titles and descriptions of
each series.

Series A: Bilingual Program Planning, Imple-
mentation, and Evaluation. Packets include sam-
ple evaluation and testing instruments and guide-
lines for their use.

Series B: Language Proficiency Acquisition,
Assessment, and Communicative Competence.
Packets in this series contain current information
on first and second language acquisition and com-
municative competence. This module also con-
tains teaching modules and assessment techniques.

Bilingual or monolingual teachers of limited
English proficient students will find this module
very helpful in understanding the process of sec-
ond language acquisition, learning, and teaching.

Series C: Teaching Mathematics, Science, and
Social Studies in the Bilingual Classroom. This
series includes techniques and materials for teach-
ing in these subject areas in grades K-12. Although
the materials are primarily for bilingual Spanish/
English teachers and paraprofessionals, the tech-
niques and methods described can be applied by
all teachers of limited English proficient students.

Series D: Teaching Listening, Speaking, Read-
ing, and Writing in the Bilingual Classroom. The
packets in this module contain foundations of read-
ing as well as suggestions for teaching the four
_ skills in bilingual classrooms.
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Series E: Actualizing Parent Involvement. The
three packets in this module address the role
of parents as teachers of their children, as re-
sources in the classroom, &nd as participants in
decision-making in the schools.

Guide'  for the Certification and I"repara-
t'on @' . ers of English to Speakers of Other
- anguages in the United States. 1975. Free single
copies may be obtained from: TESOL, 455 Nevils
Building, Georgetown University, Washington,
DC 20016.

This document includes a definition of the role
as well as the personal and professional charac-
teristics of the ESL teacher. It describes important
aspects of programs designed to prepare competent
ESL teachers.

Guidelines for the Preparation and Certifica-
tion of Teaches of Bilingual-Bicultural Educa-
tion. 1974. Center for Applind ' *~~istics, 3520
Prospect Street, NW, Second Floor, Washington,
DC 20007.

This publication describes personal qualities and
minimum professional competencies considered

essential to successful bilingual-Licultural teach-
ing. It presents guidelines for the design of teucher
training programs for biliny, wl-bicultural teach-
ers. Although the guidelines and competencies
described apply specifically to bilingual-bicultural
teachers, other teachers in bilingual-bicultural pro-
grams should have as many of the competencies
described as possible.

Young. J. and J. Lum. **New Approaches to
Bilingual-Bicultural Education.’* Asian Bilingual
Education Teacher Handbook. 1982, pp. 173-182.
Evaluation, Dissemination and Assessment Center
for Bilingual Education, Lesley College, 49
Washington Avenue, Cambridge, MA 02140.

This article describes field-sensitive and field-
independent teaching styles in relation to teacher’s
personal behaviors, instructional behaviors, and
curriculum-related behaviors. Flexibility in teach-
ing style is stressed as the key to effective teaching.
Flexibility can be developed through training ac-
tivities that help teachers become aware of and
learn how to use their own dominant teaching
style. Teachers who can switch from a field-in-
dependent to a field-sensitive teaching style and
vice versa will be helping children learn to function
in these two cognitive modes.




Planning
Instructional Programs

for LEP Students

School districts in the United States have re-
sponded to their limited English proficient (LEP)
student populations by establishing a variety of
programs. The feature article in this section de-
scribes the most widely known programs for LEP

students now in operation across the country and
identifies the advantages and disadvantages of each
program. Also included in this section are biblio-
graphic entries of articles and books that treat this
subject in depth.
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SECTION 11
APPROACHES TO EDUCATING LEP STUDENTS

Schoo! administrators and teaching personnel
across the nation have uttempted to serve the needs
of LEP students in a variety of ways. Approaches
include so-called submersion (immediate main-
streaming of LEP students), bilingual instruction,
and special English language instruction. In this
section, the merits of each of these approaches will
be discussed in light of what has been said regard-
ing the process of first and second language acqui-
sition.

The Submersion Approach

In this approach. language minority students are
placed in classrcoms where English is the oniy
language spoken ani their language needs are
largely ignored. Progonents of this tactic might
have the attitude that it is not the school's job to
adjust to the language minority student, but rather
it is the student's responsibility to adjust to the
school. Advocates of submersion often claim that
allowing LEP students to use their native language
in school simply delays, perhaps even obstructs,
the process of learning English. As proof of this
claim. some submersion proponents have pointed
to Richard Rodriguez*® who describes how he was
able to acquire English and achieve academic
success by giving up Spanish at home and being
submersed in an all English instructional setting
with Anglo peers. In fact. some non-English speak-
ing parents consider it a matter of honor to have
their children succeed in school without special
assistance. There are many more arguments in
favor of submersion, based on the belief that it is
the best way for language minority students to
learn English. There are just as many arguments to
the contrary, that submersion does not meet the
needs of the majority of LEP students. The advan-
tages and disadvantages of the submersion
approach are discussed in the following pages.

Advantages

1. Language minority students are given constant
exposure to natural communication situa-
tions, both in the classroom and on the play-
ground. ’

2. More attention is given to what is said than
to how it is said.

J. Many students, especially those who ure
sclf-confident and outgoing, are motivated
to communicate with English speaking peers
who probably modify their speech when
con.-unicating with LEP students.

4. On the playground, most of the language
heard relates to the here and now and is
made more uadersiandable through con-
crete cues.

5. The corrections that the stude. s receive
probably relate more to what i< being said
than to how it is said.

Disadvantages

1. Although the students are constantly exposed
to natural communication situations, they
probably do no: nderstand what is being
talked about most of the time. This is
especially true in the classroom where the
subject matter is often abstract.

2. Since LEP students receive little “com-
prehensible input” in the classroom. they
find it difficult to develop a system for
crganizing the language input they receive.
Many students who are successful in sub-
mersion settings receive extra tutoring and
private lessonsat the end of the school day.

3. Since LEP students cannot use their native
language to make academic progress in con-
tent areas, they will experience difficulty
completing classroom tasXks as the language
becomes progressively more complex and
abstract. Therefore, when they go into the
more advanced grades, LEP students tend to
fall behind their English speaking peers
academically.

4. Since the instri ‘tion in this setting is geared
for students w..0 already communicate in
English, teachers probably make little or no
attempt to ada;*t their language to that of the
LEP students.

5. Although stiacents may be motivated to
communicate with their English speaking
peers on the pliiyground about here and now
topics of intere st, the lack of comprehensible
language in the classroom tends to minimize
their motivation to learn academic subjects.
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0. Students who are placed in a <ituation where
they rarely understand what s going on
probably find it difficuit to be relaxed and
self-confident in the classroom.

7. There is the possibility that the LEP studcnts’
native language will be viewcd as low status
by the LEP students themseives, the Enghsh
speaking majority students, and teachers.

Conclusion. Since the disadvantages outnumber
the advantages, the immediate mainstreaming or
submersion of LEP students does not seem to be an
efficient or effective way to develcp the English
skills that LEP students need in order to be successful
in all English classrooms. Granted, there are students
who have been able to achieve hoth oral and literacy
ski'ls in English without special attention from scliool
personnel. However, it is probable that they had
additional support from other sources such as the
family, community, or English speaking peers in
the neighborhood.

On the other hand, LEP s:udsnts who are not
able to receive comprehensible input from other
sources will probably lag behind their English speak-
ing peers in developing academic linguistic skills.
Maric D. Eldridge® reporting on a survey of academic
achievement and dropout tendencies among lan-
guage minority students brought attention to the
following findings:

1. Persons with language minority backgrounds
enrolled in grades 5-12, who usually speak
their native language at home, were likely
to be two or more grades below the grade
levels expected for their ages.

2. Ten percent of native English speakers were
high school dropouts as compared to 40
percent non-native English speaking students.

Although Mrs. Eldridge cautions that these findings
do not necessarily mean that being a native speaker
»f a language other than English causes an educa-
tonal disadvantage, the data make clear that the
needs of LEP students submersed in regular all
English classrooms are too frequently not being
met.

Bilingual Education

Sinc. the immediate mainstreaming of LEP stu-
den.s does not seem to be an adequate response to
their special strengths and needs, what are some
alternatives open to school districts? One of the
approaches that a school district may adopt to
insure that language minority students receive equal

-t

educational apportumty .ty provide them with
bilingual Instrucuon. In Ohio, there are currently
seven districts providing bilingual instruction to
languuge minority students.

Bilingual education operates on two basic prem:
ises: 1) students are more likely to learn anything,
including English. if they understand what they are
being taught, and 2) students who ure not proficient
in English will not fall behind their English speaking
peers if they are able to continue learning subject
matter in their native language.

There are a variety of models oi bilingual educa.
tion. In some programs, the students may learn to
read first in the native language and then in English.
In other programs, LEP students only use their
native language orally in the classroom. The focus
of the program is on teaching them to reud, write,
und speak English, The important elemen: of bilin-
gual programs is that both the students' native
language and English are used as mediuns of in-
struction,

The amount of and balance between the two
languages can be varied according to the commit-
ment to maintaining the native language. Accoid-
ing to Fishman and Lovas’ bilingual programs could
adopt any of the following approaches:

1. Transitional—the LEP students’ native lan-
guage is only used until they are ready to be
mainstreamed into a regular classroom.

2. Monoliterate Bilingualism— oral skills in the
native language are developed throughout
the entire program, but reading and subject

matter are taught only in English.
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). Pardal Bllinguallsm=reading and -ubject
matter aro taught in both the native
language and English, but English is em:
phasized in all subjects except culture,

4. Full Bllinguallsm~reading and all subject
matter are taught in both the native language
and English, and equal auention is given 1o
both lunguages.

Each model of bilingual education has sdvantages
and disadvantages in the promotion of LEP students’
acquisition of English oral and academic skills, The
following is a list of potential advantages and dis-
advantages of bilingual education in general:

Advantages

1. Subject matter knowledge acquired through
the students’ native language can be casily
translerred to English.

Language skills needed for acadeniic success

ifor example. the ability to argue. analyze.

and contrast) which are developed in the
native language can be easily transferred to

English.

J. The appreciation and acceptance of the
students’ home culture and native language
by school personnel can enhance the
student’s individual self-concept. A good
self-concept is often a positive influence on
the student’s motivation to learn English.

4. Students will probably be more relaxed and
self-con‘ident learners when part of their
instruction isin their native language. There-
fore. they are likely to learn English more
quickly than students who are under constant
stiess and confusion.

5. Students in a bilingual classroom probably
have less pressure to produce English as
quickly as students in all English classrooms.
Thus. students in a bilingual classroom can
take advantage of the silent phase that has
proven useful in helping students cut down

on errors.
6. Studentsin a bilingual program have a better

chance to acquire English structures when
they are mentally ready for them. There is
less probability that they will be forced to
cope with complicated English speech that
they do not understand.

Disadvantages

1. Studentshave less exposure to aatural com-
munication in English.

!J

.2

- Students spend less time interacting with
their English speaking peers,

3. There is a possibility that teachees might
have lower expectations of the students in
bilingual programs.

4. Students mav feel "stigmatized * because they
are participanta in a special program. This
feeling might give them lower expectations
of themselves when they are in the English
Classes,

Conclusion. Bilingual education programs may
be most appropriate lor school districts enrolling
large numbers of LEP students from one or two
specific language backgrounds. The program could
employ both the native language and English as
mediums of instruction without being detrimental
(o the students’ academic progress. Many bilingual
programs have succeeded in helping LEP studemts
master English and achieve academic success in
school. The potential advantages outweigh the
apparent disadvantages.

The Immersion Approach

Another approach to helping LEP students acquire
the English skills that they need in order 10 be
successful in school is the immersion approach.
This is an alternative that might be considered
especially by those school districts where a large
number of LEP students reside. but not enough of
one specific language group to justify the establish-
ment of bilingual classrooms.

In immersion programs® 1) the focus ison subject
matter, 2) all of the students in the classroom ar=~
learners of the second language. J) as much as 90%
to 100% of the school day may be taught in the
second language, 4) no formal attempt is made to
teach the language as an end in itself, and 5) the
medium of instruction is always the second language.
However, in the early stages, students may respond
in their native language, even though the teacher
always answers in the second language. ‘This assumes.
of course, that the teacher is able to understand the
students’ responses in their native language.

A structured immersion program differs from
submersion in the following ways: a) in immersion, .
the majority of students are not native speakers of
the second language, b) in immersion. all subject
matterisintroduced in a way thatcan be understood
by the LEP students, ¢) LEP students in immersion
classes can address the teacher in their native
language. On the other hand, immersion differs
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from a bilingual program in that the LEP student’s
native language s never spoken by the teacher.

Advantages

1. Students are offered real and extended com-
municative eaperiences in the second lan:
guage through presentation of the subject
maiter,

2. Since all the students are learners of the
second lanpuage. the teacher has the
opportunity to adapt the new language o
the level of the students’ linguistic and cog-
nitive capabllities. For example. the teacher
can talk slower than normal. speak clearly
and distinctly. and avoid using structures
that are grammatically complex,

). When teachers simplily their speech. new
language learners have 8 tendency to feel
relaxed and self-confident.

4. Teachers have the opportunity to provide

comprehensive input using visual aids. con-

crete expenriences. and manipulative matenals.

The locus of instruction is on the content of

the subject matter rather than on the

grammatical form of the language.

6. Students have the opportunity to take
advantage of the silent phase at the beginning
of the language learning process if they are
permitted (o respond in their native
language or non-verbally.

7. Teachers have the opportunity to concen-
trate on literacy skills as well as oral commu-
nication skills.

8. Students can progress naturally from
cognitively simple language tasks within a
concrete context to more difficult, abstract
academic tasks.

9. Students hear the second language during
the entire school day.

-

Disadvantages

1. Since there isa lack of native English speaking
peers in the classroom, the second language
input is restricted to the teacher’s proficient
speech and the less than proficient speech
of other LEP students. Young language
learners in this situation, therefore, do not
have their preferred language models to
provide the input that seems to be most
beneficial in promoting oral communication
skills.

Ll

o difficult 1o find persannel compeient in
all the diverse languages than can be
represented in this kind of elassroom.

Y. Complote lack of atiention to the form of
t o laaguage may tend to frusirate older
language learness.

4. A in the case of bilingual programs, LEP
students in an immersion progeam may feel
"stigmatized” because they are separated
from their English speaking peers and
placed in “special” classrooms.

Conclusion. The immersion approach has the
potential 10 be an effective means of promating
LEP students’ English oral and lteracy skills. But,
#s with anv instructional program, certain factors
need to be present 1o tnsure the effectiveness of the
program, In immersion programs. the teacher needs
to be competent in several language shills. and
there should be opportunities for LEP students o
interact with other native English speaking persons,
especially their peers. outside the classroom.

1n addition. an immersion program would probably
be enhanced il the LEP students could spend at
least part of the school day receiving instruction in
their native language. This could be done through
the services of a paraprofessional. parent aide or
volunteer who would work with individual studens
or small groups of students at a time. By providing
rative language support instruction. the content
that is learned during the English immersion class
could be made more coinprehensible. Also. LEP
students would continue to progress cognitively
while engaging in the relatively slow process of
acquiring a new language. Finally. LEP students
would see that their language and culture are valued
in their school.

ESL Programs with Native Language Support
Services

Pull out ESL Classes. School districts may provide
ESL instruction to LEP students as a means of
helping them acquire the English skills they need to
be successful in school. In Ohio, ESL programs are
used either as a complement to bilingual education
oras the principal component of the special language
instructional program. If it is the main component
of the program, it Is advisable to provide native
language support services to supplement the ESL
instruction. For example. native language aides could
be hired to work with the regular classroom teacher
during the school day, paraprofessionals could teach
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CEHAIA CORIERE dreas. ur viluRieers vould tutog
individuals ur small groups of LEP stydents dyring
the sehool day.

The ESL classes may be fovused on teaching
foimal English grammar or on promating aatyral
COMMURICALIon activities fiee comerstion, garies,
debates). Students may praciice reading and writing,
as well as speaking English,

The common element of these variations is that
the language minority students are 1aken out of
iheir regular classroom envirenment and placed in
8 setting where their English language needs can be
addressed in a special way. Two variations of pull
out ESL instruction are described on the following
pages. magnet centers and class period.

Magnet Centers, In this approach. students are
drawn from schools in more than one attendance
ares and placed in a central location for special
Englis:: language instruction. Again. it is recom:
mended that native language support services be
part of this kind of program,

The obvious sdvantages of this method is that
whools can pool resources and offer the LEP utu
dents a wider range of materials and activities
support the language acquisition process.

Class Period. This is basically an ESL class for
high school LEP students. The students receive
credit for this course which is scheduled during a
regular class period. Students are grouped sccord-
ing to level of language proficiency. This approach
has two special sdvaniages:

1. Students are not likely to feel stigmatized
by going to special English classes because
they receive credit for the class.

2. Teachers can take advantage of the students’
high level of cognitive development and
focus on developing higher level oral, writ.
ing. and reading skills,

Advantages

I. ESL classes can provide LEP students with
natural communication activities geared
toward their language level.

2. ESL instructors can use a variety of visual
aids and concrete materials to make the
natursl communication activities more
comprehensible to the LEP students.

J. ESL instructors have the opportunity to
sequence the language of instruction from
the simple to the complex.

10

- ESL instructorscould allow the LEP siudents

to spend most of the time just listening to the
new language and rexponding only non:
verbally inthe early stages of the instructional
program. This initial "silent phase™ at the
beginning of second language instruction
relieves the stress of having to produce the
new language immediately. and it helps the
second language learner cut down on errors.

. U the input provided in the ESL classroom is

-omprehensible to the students, it is likely
that their anitude toward the learning
situation will be more positive.

. Part of the ESL class can be devoted 1o lan-

guage lemsons stressing the grammar and
structures of the new language. This can
help older learners modily som= of the low
level rules they know. Inaddition, this forma|
knowledge can satisfy the curiosity that
older students have about th: nature of the
language and increase their feeling of control
over the learning situation,

. ESL instructors have the opportunity to

provide an atmosphere in the classroom that
helps the LEP students feel relaxed and self-
confident.

§. ESL instructors have the opportunity to

monitor the students’ progress closely, Their
observations can help the instructor decide
when the students are ready to work with
more complex language structures.

- ESLinstructors have the opportunity to help

students develop literacy skillsand advanced
oral skills as well as interpersonal oral com-
munication skills.
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Pisadvantages

1. ¥f the ESL class is only for an hour or two
daily, and students return to submersion type
classes where English input is likely to be
incomprehensible for the rest of the day, the
effectsofthe ESLinstructioncanbeexpected
to be minimal.

2. If the cmphasis of the ESL classes is on
grammar with few or no natural communica-
tion activities, the ESL instruction will
probably have little impact on the students’
acquisition of English.

3. There is the possibility that students might
feel stigmatized by being pulled out of their
regular classes for ESL instruction. This
might resultin a negative attitude toward the
learning situation.

4. The lack of English speaking peers in the

classroom limitsthe amount of relevant input

that language minority students can receive
from the ESL classes.

If audio and visual resources are not used in

the ESL classroom, the students have access

to only one source of language input—the
instructor.

6. If the focus of the instruction is on teaching
formal English grammar. the instructor may
have a tendency tc constantly correct
stuaents’ errors thus causing more ill effects
than benef .

7. If the focus of the ESL classes is only on oral
interpersonal communication skills, the ESL
instruction will have a negligible effect on
promoting the academic skills that the
language minority students need in order to
be successful in school.

Conclusion. ESL instruction can play a positive
role in the development of LEP students’ oral and
academic English skilis. Most of the potential dis-
advantages of this approach can be avoided
through the concerted effort of program planners
and teaching personnel.

However, it is recommended that ESL classes
not be the only response to the needs of language
minority students. As mentioned before, it is
presumed that native language support services are
an integral part of the program. In addition, regular
classroom teachersshould make efforts to promote
the development of LEP students’ English language
skills when these students are in classes with native
English speakers. Some suggestions that might help

SJ!
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regular classroom teachers carry out this task are
provided in the section on inclass instru~tion.

Other Approaches

Bilingual education, the immersion method, and
ESL instruction can be valid responses to the
language needs of LEP students when. for example,
there is a large concentration of them in an urban
school district. But what about a hypothetical
Cambodian student who has arrived in the United
States probably having been sponsored by an
American family through its ¢iiurch? The child is
thenenrolled, very likely,inasmallsuburbanschool
district that never had a LEP student before.
Certainly, it would not be appropriate to hire a
bilingual teacher or an ESL instructor for one or
two LEP students. So, what can be done for this
student?

This part of Section II will deal with suggestions
for school districts that have only a few language
minority students. This is the case of many districts
in Ohio.

Inclass Instruction. In this approach. LEP stu-
dents are together with native English speakiag
children in the same classroom. However. the teacher
recognizes the special strengths and needs of the
language minority students in the classroom and
plans appropriate instructional strategies. Fox and
Allen® suggest that the role of the classroom teacher
in this situation is not to try to teach English to our
hypothetical Cambodian, but rather to provide the
kind of language and create the kind of environ-
ment that will permit him or her to acquire English.

Some of the instructional strategies that Fox and
Allen suggest for the regular classroom teacher
who wants to provide appropriate input and
atmosphere for LEP students are the following:

1. Arrange for situations that permit the LEP
students to talk with the teacher or other
adult speakers in a one-to-one-situation.

2. Providelanguage thatis comprehensible, vet
not too simple in structure and vocabulary
that there is no challenge for LEP students to
learn something new.

3. Arrange for activities that call for coopera-
tion and communication with English

speaking peers.
4, Arrange the room so that many different
kinds of materials are available with which
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the students can work, manipulate, and
create.

5. Provide experiences(field trips. for example)
that can serve as a base for sharing language
with peers and adults. LEP students can use
their native language, their limited English,
art, and other communicative mediums to
prepare for the experience and to respond to
it.

6. Provide many opportunities for shared
book experiences.

These kinds of special instructional strategies for
LEP students in a mainstreamed classroom can
have the following advantages and disadvantages:

Advantages

1. Students are exposed to natural communica-
tion in the language.

2. The teacher can make special efforts to
include topics of interest to the LEP
students through regular one to one conver-
sations with the students.

3. Through the use of concrete materials,
meaningful and interesting experiences, and
tasks supported by context, the teacher can
help make the content of the natural
communication comprehensible to the LEP
students.

4. Teachers sensitive to the LEP students’
language needs can incorporate a silent
phase at the beginning of the learning pro-
cess so that the LEP student doesn’t feel
forced to attempt to produce English im-
mediately.

5. If the teacher pays special attention to the
LEP students' language needs, there is a
greater chance that these students will have
a positive attitude toward the learning
process.

6. An environment that promotes compre-
hensible, functional, and interesting lan-
guage input tends to help second language
learners feel relaxed and self-confident.

7. Second language learners have the oppor-
tunity to interact with native English speak-
ing peers in relevant language experiences.

8. Second language learners can spend their
major effort on getting meaning across and
save formal refinements of the language for
later.

12

Disadvantages

1. By necessity, muck of the teacher's time is
spent talking at the level of the native
English speaking students. Therefore, there
may beperiodsoftimewhenthe LEPstudents
do not receive comprehensible input.

2. If the teacher cannot communicate in the
native language of the LEP students, it may
be difficult to build upon the students’
interests.

3. LEP studer*s who are shy and not outgoing
may not :c¢k language input from native
English speaking peers in classroom group
activities.

4. The success of this approach depends
entirely on the teacher. Teachers must be
willing to take the time or interest to create
an environment that helps the LEP students
acquire English in the classroom. Otherwise,
the LEP students merely become submersed
in incomprehensible communication sit-
uations. .

5. If there is no one in the classroom who can
communicate in the native language of the
LEP students, the LEP students will not be
able to bring past experiences to bear on the
learning process.

Individual Tutoring. Another response that
might be considered when there are very few LEP
students enrolled in a school district is individual
tutoring. Tutors may range from volunteer members
of the community to trained professional second
language teachers. The Tutoring may focus on
promoting natural communication or teaching the
formal aspects of the language. The element that is
common to all tutoring sessions is that LEP students
are taken out of their classroom environment in
order to practice English language skills on a one-
to-one basis with an adult model.

Sincea tutoring session is basically individualized
ESL instruction, most of the advantages and dis-
advantages of tutoring parallel those of the ESL
method. The individualized attention that the LEP
student receives from the tutor can be an added
sdvantage because the tutor can give full attention
tv the student’s specific language strengths and
weaknesses. On the other hand, the individualized
attention canbe adisadvantage —the tutor becomes
the only source of comprehensible oral input for
the student, since the less than proficient English of
fellow learners is not available in these sessions.
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Currently, there are school districts in Ohio that
provide tutoring sessions for LEP students where
there are not enough language minority students to
warrant bilingual education, immersion classes, or
ESL instruction with native language support
services. This can be a practical response to the
needs of LEP students. If, in addition to receiving
help from tutors, the LEP student is in a classrocm
wherethe teachercreatesanatmosphere promoting

English acquisition, the LEP student will benefit
even more from his or her schooling. Both the
individualized tutoring and in class strategies can
be enhanced by native language support services.
Forexample,avolunteer parentor graduate student
who speaks the native language of the LEP student
could be present part of the school day in the
classroom to help the teacher take advantage of the
LEP student's past experiences.

Conclusion. This section has dealt with a variety
of responses to the instructional strengths and needs
of LEP students. Based on what we know about
first and second language acquisition, the potential
advantages and disadvantages of the different
approaches have been explored. So how do school
administrators and teache- ‘o about planning
and implementinganapprop (e program that will
insure that LEP students have an equal opportunity
to be successful in school? What are the federal and
state legal requirements? What are the rights and
responsibilities of the school districts? What kinds
of financial and technical help are available to
districts that have LEPstudents? These are some of
the questions that will be discussed in the next
three sections.

Excerpted from Strategies for Developing Language Programs for National Origin

Minority Students. Ohio Department of Education, Lau Center (1983), This publication
was developed in part by a Transition Program for Refugee Children grant, uU.S.

Department of Education, P.L. 96-212.
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Coon, E. D. Bilingual-Bicultural Education in
Alaska: Guidelines for Conducting Programs in
Elementary and Secondary Schools. 1980. Alaska
State Department of Education, Division of Ed-
ucational Support, Bilingual-Bicultural Programs.

A handbook to assist administrators in planning
and operating successful bilingual-bicultural pro-
grams in rural and urban districts, small and large
districts.

The publication contains an historical overview
of bilingual-bicultural education in Alaska, inter-
pretation and explanation: of statutes and regula-
tions, criteria for the establishment of effective
programs, and procedures for the planning and
operation of bilingual-bicultural programs includ-
ing student placemeut, language assessment pro-
cedures, and teacher training assessment and eval-
uation.

The appendix contains sample forms.

De Luca, S. and J. Swartzloff, eds. ‘‘Learning
in Two Languages: Ten Local Bilingual Pro-
grams.”’ Focus, 13 (1984). National Clearing-
house for Bilingual Education, 1555 Wilson Bou-
levard, Suite 605, Arlington, VA 22202. (703)
522-0710 {800) 336-4560.

This is the first of a series of issues that will
summarize the reports on different types of pro-
grams for minority language students that have
been prepared under the Title VII Bilingual Ed-

ucation Part C Research. The purpose of these
repo:ts is to familiarize the public with the variety
of programs included under the term bilingual ed-
ucation.

The ten local projects described in this issue
represent a broad range of services to a variety of
language groups from kinde: garten thruugh aduit
education. Information on ¢ach project .rncludes
background, a description of the characteristics of
the program, students served. and the resu... of
program implementation on student achievement.

Goodman, K., L.G. Goodman, and i3. Flores.
Reading in the Bilingual Clossroom: Literacy and
Biliteracy. 1979. National Clearinghouse for
Bilingual Education, 1555 Wilson Boulevard,
Suite 605, Rosslyn, VA 22209. (703) 522-0710
(800) 336-4560.

This monograph examines reading in the con-
temporary bilingual classroom in the United States.
The chapter, ‘‘Alternative Programs in Bilingual
Education”’ describes the range of possible pro-
gram responses to bilingual or multilingual situ-
ations and suggests the kind of literacy each pro-
gram requires (pp 15-18).

Of special interest for classroom teachers work-
ing in multilingual settings is the chapter ‘‘Reading
in Bilinguai, Biliterate Curriculum.’’ This section
describes methods which facilitate a comprehen-
sion-centered reading program (pp 35-40).




Lum, J.B. ‘‘Will the Real Bilingual-Bicultural
Please Stand Up? A Non-Taxing Taxonomy.'’ Asian
Bilingual Education Teacher Handbook. 1982, pp.
81-84. Ev.luation Dissemination and Assessment
Center for Bilingual Education, 49 Washington
A»nue, Cambridge, MA 02140.

‘This article describes different instructional
processes and strategies used in the education of
limited English proficient students. Terms, such
as ‘‘bilingual,” ‘‘English as a second language,’’
““bicultural,”” ‘‘multicultural,’’ are defined in terms
of what they include and what they exclude.

Ovando, C. and V.P. Collier. Bilingual and
ESL Classrooms. Teaching in Multicultural Con-
texts. 1984 (in press). Mc Graw-Hill Book Com-
pany, 1221 Avenue of the Americas, New York,
NY 10020.

Chapters I and IV in this book describe program
models for LEP students.

Seelye, H.N. and B.N. Navarro. A Guide to
the Selection of Bilingual Education Program De-
signs. Bilingual Bicultural Education Department,

Ilinois Office of Education, 188 West Randolph,
Room 1400, Chicago, IL 60601.

This guide is designed to help school admin-
istrators decide on the type of program that best
fits the student population and the school district's
needs and circumstances. The description of each
program includes student participants, staffing,
student/staff ratio, program facilities/materials,
instruction, training, advantages and disadvan-
tages. Also included are sample schedules for each
program design.

Strategies for Developing Language Programs
JSor National Origin Minority Students. 1983. Ohio
Department of Education, Division of Equal Ed-
ucational Opportunities, Lau Center, 65 South Front
Street, Columbus, OH 43215.

This handbook includes the following topics:
basic principles of first and second language ac-
quisition, the advantages and disadvantages of a
variety of instructional approaches for the edu-
cation of limited English proficient students, the
steps involved in developing second language in-
structional programs, the evaluation and moni-
toring of programs, and available resources.




Policies and Federal
or State Guidelines

The sources included in this section provide
both the historical perspective on language policies
in the United States and the policies and proce-
dures that are currently enforced in the country.

A major source of information about current
policies are the Desegregation Assistance Centers
for National Origin (LAU Centers) funded by the
U.S. Office of Education. There are nine LAU
Centers that serve different sections of the country.
The LAU Centers provide technical assistance to
school districts in planning and implementing na-
tional origin desegregation programs and pro-
grams that provide equal educational opportunity
to national origin minority students.

More specifically, the LAU Centers may pro-
vide assistance in the following areas:

® development of programs for national origin
minority students;

® identification and assessment of national or-
igin minority students;

® parent, student, and community involvement
in the planning of desegregation programs;

® identification of instructional needs of na-
tional origin minority students;

® training of school personnel, students, and
community members in areas related to na-
tional origin student desegregation; and

® development of policies and procedures to
prevent discrimination on the basis of na-
tional origin.

In assisting school districts, the LAU Centers
follow the guidelines that resulted from two major
events: a memorandum issued by the Department
of Health, Education, and Welfare in 1970, and
the United States Supreme Court decision on the
Lau v. Nichols case in 1974. The memorandum
stated what follows:

Where inability to speak and understand the
English language excludes national origin-
minority group children from effective par-
ticipation in the educational program offered
by a school district, the district must take
affirmative steps to open its instructional pro-
gram to these students (35 Fed. Reg. 11595).

The Lau v. Nichols decision said the following:

There is no equality of treatment merely by
providing students with the same f~~:i.ties, _
textbooks, teachers, and curriculi:.n; for stu-
dents who do not understand E: glish ar= ef-
fectively foreclosed from any meaningful ed-
ucation (414 U.S. at 566 [1974]).

The regulations of the Office for Civil Rights
issued under Title VI of the Civil Rights Act of
1964 require school districts to take affirmative
steps to enable national origin minority group chil-
dren who are limi:ed English proficient to partic-
ipate fully in the educational programs.

For further information, consuit the Bilingual
Education Information Packet produced by the Na-
tional Clearinghouse for Bilingual Education. This
packet includes a list of the LAU Centers with
their areas of service. Other sources of information

are listed on the following page.
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Alatis, J.E., ed. Current Issues in Bilingual
Education. 1980. Georgetown University Press,
Washington, DC 20057.

This publication contains the papers presented
at the Georgetown University Round Table on
Languages and Lip_uistics held at the University
in 1980.

The section entitled, *‘Current State Level As-
sessment of Language Minority Children’’ (pp.
223-258) is of special interest to teachers and ad-
ministrators wanting to know about current poli-
cies and procedures for the education of language
minority students. Articles included in this section
examine the policies of some of the states witih
the largest minority student populations: Califor-
nia, Illinois, Massachusetts, and Texas.

Brisk, M.E. ‘‘Language Policies in American
Education.’’ Bilingual Education Teacher Hand-
book. Volume Il: Language Issues in Multicultural
Settings. 1979, pp. 3-11. Evaluation, Dissemi-
nation and Assessment Center for Bilingual Ed-
ucation, Lesley College, 49 Washington Avenue,
Cambridge, MA 02140. Code Number: 222-3.

This article gives an historical overview of the
attitudes and policies toward language and the
education of minority language groups in the United
States.

National Clearinghouse on Bilingual Education.
Guide to State Education Agencies. 1982.

This is a compendium of information on policies
related to the education of limited English profi-
cient students from the state education agencies
of the fifty states, and from the District of Co-
lumbia and the six territories.




Evaluating Programs
for LEP Students

Evaluators of programs for limited English pro-
ficient students are faced with the complex task
of asking the appropriate questions and selecting
the instruments which will help answer those ques-
tions. The feature article provides the framework
for demystifying the role of testing in bilingual

education by offering a variety of techniques and
strategies for selecting instruments to evaluate pro-
grams. Following the article are other entries that
provide annotated lists of tests and alternative
evaluation activities.
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Selecting Tests for Bilingual
Program Evaluation

George P. De Gevrye is manager of cvalua-
tions and test specialist at the Evaluation
Dissenmination and Assessment Center for
Bulingual Education at Lesley College.
Cambridye, Massachusetts

George P. De George

Q “Is this a yuod test?”
v 'Good? Gowd for what?"

Q. "By the way, dv you have to speak
Spanish to give the Bilingual Syntax
Measure?”

A. "It might help.”

Q. "I need a reading test in Spanish,
Vietnamese and Armenian, grades
K-12, standardized, normed, self-
administering and machine scora-

o ble—send me a copy uf each.”

A. “Send you a copy of what?”

These vignettes may be amusing,
but they are alarmingly true. | have
actually been asked such questions,
or atleast questions like them. They
often are the prelude to some of the
most enlightening and interesting
consultations [ have ever had. But
they are also symptoms of one of the
most pervasive myths [ have ever
encountered—the test myth.

The myth goes something like
this: there is a test for every instruc-
tional decision to be made, or t".2re
should be; tests are the main determi-
nants of in;tructional decisions and
they should be; tests, expeciall
st:r}:daxdized nonn-referencedytests.
represent a sort of external, all-know-
ing authority against which to judge
student and performance;
somehow, test makers “know"” what
students ought to know and at what
level they should be. Most of all, if

students or do not measure
up, then someﬁ:l' g is definitely

wrong with them.

This myth is, of course, an exagger-
ation and not everyone subscribes to
it. In fact there has even been outright
war on it such as the call of the Na-
tional Education Association for a
moratorium on standardized testing
in 1973.'

But, the myth persists and doss
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come out to haunt even the most
successful educators and administra-
tors. Therefore, it must be dealt with,
cautiously.

Now, we know there is no neatiy
packaged test for every instructional
decision we make, nor would we
want theretobe.

We know our judgements and
observations play a large, if not domi-
nant, role in instructional dedision-
making, and they ought to.

We know there is no absolute,
external authority or standard for
measuring our students or programs
on a natignal basis. There cannot be
because there is no national, unified
American curriculum. Rather, we in
our school districts set the objectives
and curriculum for our students and
programs and we select the tests that
monitor academic achievemnent.

We also know that test makers are
not appointed omniscient judges.
Rather, they are professionals who
act upon the needs they perzeive and
construct their tests for the purposes
they outline in their test manuals and
leave us to decide whether their tests
fit our purposes.

Sc much for the myth! Now, we
can proceed to the realities of testing
in bilingual program evaluation.
Among those realities, two are out-
standing.

First is the fact that bilingual testing
is a fragmented phenomenon in the
United States. In ing existing
bilingual test lists or collections one
will find that there is a notable short-
agr of achievement tests for the vari-
ous subject areas in most bilingual
program languages except English
ard Spanish. Yet, even with these
languages, there are more tests for
the elementary levels in the areas of
oral language, reading and mathe-
matics. Very often, however, such
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tests are restricted to one or two
de l‘:vwel_s—batteries for grades K-

are few.
The second reality is that big:gunl
rograms represent a tremendous
givmity in terms of program model,
objectives and students. Some pro-
grams tend toward a maintenance
.model while others are more in the
immersion and transitional catego-
ries. There are which stress
basic language and math skills while
others focus upon self-concept and
affective outcomes. While most basic
programs parallel school district
curricuia, some tend to diverge more
than others.

By tar the greatest source of diver-
sity is the students. Some
contain only one ethnic population,
others contain several. One urban
program in Massachusetts, for exam-
{ale, has Spanish, Portuguese and

talian speaking students in addition
A Besides donéas:nugﬂ\eethmtyast
Asians. groups o} X ity,
students enter with diverse socio-
economic and educational back-
grounds—some students at age
thirteen or fourteen have never even
attended school while others are

advanced. Some students

were born in this country, whereas
others were born and educated
abroad.

Add to these the fact that students
enter bilingual at various
grade levels, at di t times during
g: SChc;\lly year and that ;o;i:;e are

m highly ‘ransient populations.
As expected, all this results in highly

BILINGUAL JOURNAL Winter 1963

diversified student learning needs
whichmmhtelmomup and
individualization wi gﬂumd
dnmma.wfmtmdcnnor
stu study different
skﬂlsorzlobiugmsorworkonme
same objectives for greater or lesser
amounts of time.
divTexh:dh t:gnmﬁm w:l
g u-
aﬁonnznotdﬂhﬂthg'wmgh\e.
One of the greatest is finding a match
ﬁnméeendm' tetsontheo%]ne
an program objec-
tives, curriculum and students on the
In the last analysis, however, tests
E:s;ﬂ;b;selectedtoplaﬁekmlein
uation
proces. Fefore, a method must
devised to cope effectively with
fragmentation and diversity. It is the
of this article to t the
reader with a set of practical guide-
lines for ing tests and with
jons for finding them. We
shall begin by examining the bacic
criteria which comprise the test selec-
tion process.

First Criterion:
Evaluation Questions

You have read it before and you
are reading it again: in order to get
any program evaluation off the
gmun&yso& must detemﬂxi\nae ona
prior basis the questions that a given
evaluation will be designed to s:e
swer. Do you want to know whether
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your was effective and how
well it achieved its goals? Do you
wmttoﬁndoutwhetherm
activities were effective in g
goals or whether one
mel;hodwnbotot:rﬂnnam ?
you or any of your audiences
(e.g. school board) would like these
any other answered,

or questions
. then the evaluation must be designed

toprodmthwwm.(DeMmm's
article deals with the question of

evaluation designs.) Part of the design
task is to select tests that will yield
the tyhx:s of student achievement
data that will help answer whatever
evaluation question. you decide to
address. An example will clarify.
Let us suppose that one of

major project objectives is to develop
in your students oral and written
communication skills in English and
in their native language. Let us sup-
pose further that you are going to
use two differen > t appm&mmm
two ts to
ad'ugv:ﬁ ob)ecuvepmsmmYou would
then want to know m the two
approaches is more .

pAfter deﬁxsml;]gﬂ\e types of com-
munication you have in mind
and after formulating the two ap-

for teaching communication

skills, you will then have to decide
upon the types of information that
will indicate skill mastery and what
tests or instruments are feasible for
obtaining that information. ‘You will
r..d that the aature of the communi-
«ation skills will point to certain types
of instruments; oral language inter-
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views, performance tests and rating
scales; written messages, compusi-
tions, multiple-choice and essay
examinations; informal observations
or observation checklists; norm-
referenced or criterion-referenced
tests,

After a thorough search, you may
chouse to use a combinaiion of such
tests and to administer them to the
two student leamning groups several
times duri.'g the school year. Formal
tests may |- given in October and
April, and observations may be taken
four to fiv: times. For whatever rea-
sons, you may choose not to us=
norm-referenced tests.

Again, your major guide through-
out this test selection process has
"»een to produce information to an-
swer the question of which of the
two approaches used in teaching oral
and written communication skills is
most effective.

But, one or more of your audi-
ences, such 23 the superintenderit »
the school boxrd, may also be initor
ested in questions about oral ¢!
written communication skili: 3 av
may hiiv : their own ideas abo... wwhat
these skills are, how long it should
take to develop them and how they
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are to be measured. In particular.
they may insist t+. 1t standardize:
norm-referencec te: » in Eng *'.
used. You may strongly dis. < #+ .

feel they are missing the pou = J+
not understand program objecty .-
or the proce: required to achieve

them, t uo you do? Do you try

to sell your point, work out a compro
mise or accede to vour audience? You
must decide.

The point here is that your origiral
evaluation tions as well as your
expertise in bilingual education are
the guideposts that will help you
maintain focus and deal with conflict-
ing audience expectations. Above all,
the evaluation questions will 51 ., gest,
in a general way, the types of .»a
you need to answer them a; wtll as
the rypes of instruments or tests that
will supply the data.

Second Criterion: 1 ::ructional
Objectives

By definition, tests in the cogritive
domain require students to
designated academic skills or tasks
involving specific content or subject
matter. What is it that determines or
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spexities, in a bilingual program.
which subject arvas are to be taught
and, for each of these, which specific
skills and content students are to
master and to be tested upon? The
anwwer. of course, is the prograin
objectives which were developed in
response to the student needs tha
;I:g)gmm was designed to address.

¢ function of the tests, therefore, (s
to indicate whether or the extent ©
which students have mastered the
skills and content required by th
pro objectives.

Moreover, student diversity, as we
pointed out earlier. may fusther co.n-

te matters. Becauge of differences

L e
na guage f guage
proficizncy levels, smdms.&z at the
same gn level may be usigned to

l st\txdm:n o otpected o
some ts may be to
attain more or fewer ob than
others over specified ri:ne intervals.
Tests, parts of tests or test items must
e idertified to match these different
student curs:ulum levels and dedi-
sions must be made regarding ex-
pected levels of achicvement?of
different studenis or groups of
students.

In the end, a match must be made
between program objectives and
existing tests, if the tests do edst and
if they can be located. The question
is, how is the match to be made? The
a1swer is again not so simple as it
suunds, The match is made by ana-
lyzing objectiv.. : ond tests and com-
ing to judgerru~1t. about the extent to
which a giver :est measures given
objectivisy or how well the skills and
content are assessed. Typically, the
matching task is performed by pro-
gram teaching staff and specialists
who are most familiar with the
curri ulum.

Third Criterion: Examinee
Appropriateness

While a given test may be in line
with your evaluation questions and
objectives, it may still be inappro-
priate for your students. Examinee
appropriateness is unquestionably
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the erucial criterion in bilingual test
selection, A test s appropriate, in
our view, when it the four

conditions described below,

1. Whaether oral or written, a test
must be in a langage or dialect in
wmmwmmdy
proficient. oxsts
when there is that the stu-
dent exhibits a basic grasp of a lan-
guage's structure in communication
situations and can deal in ol and
written communication with the

In addition, when tests are to be in
writing, there must be evidence that
students can extract froma
same cdues to meaning as
guage of face-to-face
comununication. In reading, the only
dues to meaning are the
clues contained within the written
text itself. Cummins characterizes the
lan of written texts as decontex-

that is, “taken out of the
contaxt of immed ite nal
sttt ™ mm a fair of

:“urmtng On a written test,
de\ﬂdm.uudcnbmbeabkto

handle the vocrbulary, and
decontextualized Hngu&m
tion thay v+ encounter.

2. The culcural context or referents
encountered On a test ..ust not be
obstack .« ¢+ vr, ‘ent comprehension
or perfi: mark.- . ™ Geermire this.
the test 17+ ¢ mus* know or find
out somed 31, 7! the culti:e, radi-
tion, behavic: patter™< : Wi present
situation of studen . -~ whov. & test
is being . Tha e assescor
can ask (and Sreuer o have others
who knor answer) whether a test
contains a situation or non
that the students will not understand,
will be offended by or have no experi-
is also relative: what is suitable for
cne is not suitable for
another; what is not suitable now
may be acceptable in a year or two.

3. The testing style, particularly
the test item type(s), must be a mode
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of expression with which the student
s mm‘bbl;. In ;ﬁ; United States,
tests employ so-called cbjec:
tive items such as true-false, mulriple
choico, matching exercises and com-
pletion items (i.0., fll-ins). Essay
questions are frequent but considered
subjective, while tewts
are used in more restricted contexts

items are administered orally or

= .
\\ \ /
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.I /. /
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tures or objects rather than wntten
words, the difficulry is reduced or
eliminated.

DeAvila and Havassy have made a
number of astute observations. They
point out that, on many tests used i
msod Mpmd § ts are onv
couraged to " USE A many M-
sPUNSes a5 they are able” and that
“the child who produces the most
responses recetves a higher score
than the orwe who stops responding
after only a few attempts.” The un-

assumption, DeAvila and

polnt out, is that all studen
“have the same level of aspirstion.”
The authors point out a simular prob-
lem with timed tests in which stu.
dents u:n:hed “to work Tamkh
quietly and efficienty.” The question
is, would uudmm:} testing ayko,hlmpcr

yorAtmd\o\ﬁdbeuhnu

ble of elements not tested. This
is true for all, not just stu-
dents. Tests of mathematics should
not be infused with needlessly com-

plex language nor should knowledge



W R s g e of T s\u“g\y
lar spbtent area b the hey element in
& teading comprehenaion item.

Fourth Criterion: Adun.ustras
tive Ease and Usability

Camg&wnmz‘m‘dmm
wa Al OUP OF must
1 b0 admunistered individudly? Who
smhwk! &a;idmh\umthcm. and mdo
’ training necessary to
w?MbﬂE&?ﬁstNme
administer? easy and objective
s the scuring? [s a machiw sconing
service available? These are some of
the pragmatic ons with which
the test asswssor should be concerned
whven thinking of the prospective test
administrator,

"I‘nmuwbdiw tor evajuation,
the important question is whether
the tests you choose. will give results
in a form that will facilitave addressing
relevant evaluation questions. Do
you need scores in terms
of mastery ur non-mastery of specific
skills or groups of skills? Oo you
require scores in the form of percen-
tiles, standard scores, stanines? Is it
impun’;md\lpc“yzuﬂ::abhoe‘ooom-
pare the test nce
smdcntstolocalo:mﬁondm;y.:;u.’
Or, do you need a test which can
give both a criterion-referenced and
n:adenpcrfomun‘ce’ fonof
s t ?

On the other hand, do you need
narrative descriptions of student
performance or results in the form of
ratings or levels of proficiency or
achievement?

The answers to these questions are
mustly contingent upon the evalua-
tion questions on which your evalua-
ﬁuntisgnlsfocused.uponyour
instructional objecti
of the skills you are teaching and
testing.

Dealing with Student
Diversi

If e are faced with the prublem of
unusual diversity among students,
rve need to know what to do about it.
The pro strategy is first to de-
fine the diversity factors which char-

E %
Q |

ives and the nature

anteriee v student bundy: The
requinsd informanon can be obtained
dunng student identification arwl
placement provedunes oF even rom
your program s needs assessment n
faxt, the ls tors you idennfy may
help in placemwnt and grouping of
your students. Following are a tew
comments about { factors.
Linguisiic and cultuml tackgmund.
Wy have taken 4 look at thewe
two facton \
ateness. Further distinctions are
offered hwre. There are students who
speak the same basic but
who exhibit linguistic and/or cultural
differences that can bear upon selec-
mm of mg; the s;\‘ldenu‘ native
guage. Speakers of Spanuh are
the obvious @umple. In terme of
Spanish voc and cultural
referents, a test suitable for Mexxan-

{orald gt

EAMINN approprs

American sludents may not be suik
able tor students of Colombian o
Puend Rican bachground and vice
versa. tmueh&eaua: you must frd
separate tests for the studens groups

Age. Age in and of itself is not &
irung factor for what o student
can be testid on. [t must be consid-




the nasive lang o used excly- subject manes 1t s ofven calvilaied
sively : GPETence gen: o the hasls of miRutes oF howss of
3;‘ N;Mywm mmwmdwﬁtu
Ar® P04 given sting may vary aconding 1o the
should b taken not 1o label such - Uf student groups of
students or predetermine their W‘WMMW o
»
While a test may be
in line with your cvaluation
questions and objectives, it may
still be inappropriate for your students.
achirvernent potenisal, they wil the same objectives jor differere
require 8 somewhat differerst instruc-  amounts of time, then those who
tional program and. therefore. differ  had more time would be expecied
et groupings for teaching and achieve more a.d should be tested
p\m& Uf & were decided, on the
Your m te studew) owerad the  other that a specific student
wmmmwu md:‘nbm
you how many montha or years a same objectives than another,
student has been in the program. In~ both groups woud be >
with other information,  countable. Where may
k determine which objectives or  be a facior, therefore, the ressons
mwb}md:‘mw: behind it must be dear.
i toor
ireeructional time andthe NorarReferenced vs.
native language. These willl  Criterion-Referenced Tests
in tum, determine on which objec-
tives students are to be tested and in Several issues arise in )
which As DeMauro points  the of why some evaluation
out, of time in the program s audiences for NRTS rather than
also important for evaluation CRB. One issue is that there seens
u\d:ﬂuphphhmd tobe a (Is this the
test myth again?) that the results of NRT
Date of entry into the program, ifthe  are more credible than
student i the current year. these of CRTs. The reason for this
of this factor is feeling, is that audiences
b bomcdh.pn-po::: ::mu. wﬂ\y::hm
scoves mary a
mﬂ test times are lents or m
Mu\omda ent from these of results is,
student who entered in March are to therefore, and A
be exiuded from the com-  second issue is that some
ponent of the isnot  hold CRTs to be biased in favor of the
to say such a student shculd notbe  program and its students because the
tested for achicvement at theend of tests were tallor-made to the
the year 's objectives and curri A
Tone-on-task. This expression sim- ird issue is that scane audiences,
ply refers to the total time students umg;ﬂ:mmemd&deuhg\-
are assigned to specific objectives or  Gies, express a preference
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g:wm Hatarcs that NR1s
AT ,mwm\, AROR.
' Une is that theee is o

nilv that NRTS be used 1 evaluate a



dents in the United States. Are your
students like the students in the
norm group in terns of background,
upbringing, language, culture? Have
your students had equal exposure to
the skills tested, whether that be in
school or at home? DeMauro raises
this same question in discussing the
normative evaluation model. He also
suggests that over time students in
bilingual programs, as they gain in
English proficiency and transfer their
skills to English, do become more
like their English-speaking
counterparts.

Therefore, if NRTS are to be used
with bilingual students, the question
is when? When the students are in-
the first or the third year of the pro-
gram? And if a NRT will be used
during the students’ first year in the
program, that is, when the students
are most unlike the norm group, can
you really expect the bilingual stu-
dents to compare favorably? Might it
not be reasonable to specify expecta-
tions of achievement for the bilingual
students and not expect favorable
comparison with the norm group?

Hunting for Tests

As there is no simple automatic
formula for selecting tests, so there is
no one definitive source where they
can be found. It has taken eight years
to track down and acquire the two
hundred tests described in the Lesley
College EDAC Test College Catalg, and
the task is by no means complete.
The EDACs in Los Angeles, Cal. and
Dallas (formerly Austin), Tex. have
conducted similar test collection
efforts. The three EDACs are, there-
fore, available as resources for the
bilingual test searcher.

The National Clearinghouse for
Bilingual Education and the various
Bilingual Education Service Centers
throughout the country are similarly
useful resources for bilingual tests, as
are state departments of bilingual
education and their regional offices.
Some of the Title VII training and
fellowship programs in various col-
leges and universities across the
country have likewise collected tests
and test information which they will

share with inquirers. Not to be over-
looked are existing bilingual pro-
, many of which have

accurnulated considerable e.partise
in testing because of their own needs.

Other posstble sources for tests or
test information are the Educational
Testing Service in Princeton, N.J.
which maintains a test collection in
microtiche and other test publishers
such as the Psychological Corporation
in New York. ETS offers four different
lists of tests for Spanish speakers.
Among the best sources for bilingual
test information are the many bilin-

" gual/ESL conferences that take place

throughout the year, especially the

Sisson. New York: Santillana Publish-
ing Co., 1978.

Oml Language Tests for Bilingual Stu-
dents: An Evaluation of Language Dormi-
nance and Proficiency [nstruments.
Robert ]. Silverman, Jo;l{n K. Noa,
Randall M. Russell. Portland, Ore-
gon: Northwest Regional Educational
Laboratory, 1977.

A Qualitattve Review of Instruments
Used in Bilingual Education Progmms in
California. CABE Bilingual/Biculture
Test Evaluation Conference. Berkeley,
California: Bilingual Media Produc-
tions, 1978.

Tests that Measure Language Ahility A
Descriptive Compilation. Thomas J.

m

Tests are neither magical
nor unfathomable . . .
tests are only one source
of information about students.

NABE and TESOL conferences. At
such conferences, presentations,
commercial and non-commercial
exhibitors and publishers as well as
the many individuals in attendance
are all potentially valuable sources of
information on bilingual/ESL testing.
The following Eﬂﬁnted resources
are also very useful: :
Evaluation Instruments for Bilingual
Education. Austin, Texas: Dissemina- .
tion Center for Bilingual Bicultural
Education, 1975.
Assessment Instruments in Biline
Education: A Descriptive Catalogu: .}
342 Oral and Written Tests. Los
Angeles, California: National Dissem-
ination and Assessment Center,
CalState/LA, 1978.
EDAC Test Collection Catalogue: A
Description of Tests for Use in Bilingual
Education Progmams. Lynn Wolfsfeld.
Cambridge, Massachusetts: EDAC at
Lesley College, 1981.
A Guide To Assessment [nstruments for
Limited English Speaking Students.
Barbara P. Pletcher, Nancy A. Locks,
Dorothy F. Reynolds, Bonnie G.

41

Bve. Berkeley, California: Bay Area
Bilingua, Education League, 1979.

Conclusions

Our aim in this article has been to
define the main problewms in identify-
ing and selecting tests fur bilingual
program evaluation and to c.fer the
reader some practical suggestions
and strategies to deal with those
problems. The problems are complex,
there is no denying that. You must
know sc.mething about bilingual
education, tests and pro evalua-
tion to deal with the problems, but
you do not  :ave to be an expert in
each area.

Tests are neither magical nor un-
fathomable. If professionally pre-
pared, a lot of thinkir<; goes into
them. They embody many elements:
philosophical and scientific points of
view on education and k “rning, on
human development and curriculum,
perhaps even a point of view on life,

continued on p. 40
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Models and Assumptions

cont. from page 12

t.ambleton, R.K., and Cook, L.L. “Latent
Trait Models and Their Use in the Analysis
of Educational Test Data.” Journal of Educa-
tonal Measurement, XIV (1977), 75-96.

Tallmadge, G.K. Interpreting NCEs: ESEA Title
1 Evaluation and Reporting Systems Technical
Puper #2. Mountain View, California: RMC
Research Corporation. 1976. )

Tallmadge, G.K., 7nd Wood, C.T. Users Guide:
ESEA Title I Evaluation and Reporting System.
Mountain View, California: RMC Research
Corporation, 1976.

Troike, R.C. “SCALP: Sodal and Cultural
Aspects of Language Proficiency.” Paper
presented at the Language Proficiency
Assessment Symposium, Warrenton,
Virginia, March 1981

Director’s Notebook

cont. from page 1

be unique in dealing with the vastly
more complex evaluation require-
ments of bilingual education.

In addition, these Computer-Evalu-
ation-Dissemination Centers would
provide services, technical assistance,
and materials in cornputer-based
instruction and other emerging tech-
nological applications within bilingual
education. Such Computer-Evalua-
tion-Dissemination Centers would
provide a vigorous new service-
based approach to educational ac-
countability.

Paul G, Liberty
Director, EDAC/Lesley College

From Bilingual Journal 7:2 (1983).

Selecting Tests

cont. from page 28

most certainly technical expertise,
research and much hard work.

The most important question,
perhaps, is why and how tests are
applied and used. In this writer’s
view, tests are only one source of
information about students. If they
are used, they should be used to
help teachers teach and students to
learn better. Their role is to enhance
education, not to hamper it.

The same holds true for tests used
in pro evaluation. Tests should
provide evidence for a fair judgement
about a program’s accomplishments,
evidence that can be used to improve
the program and benefit student
learning and achievement. But tests
should not be the only source of
evidence.
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Bilingual Journal is the quarterly publication of
the EDAC, Lesley College, and this issue of the
Journal has been designed to address the needs
of those concerned with the evaluation of bilingual
programs. The five major articles in this issue
develop the theme of evaluation of bilingual pro-
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mentation in evaluation and the specific types of
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conducting direct observations.
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605, Rosslyn, VA 22209. (703) 522-0710 (800)
336-4560.
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reading development, and describing approaches
and materials used.
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ment information collected from the more tradi-
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teachers and administrators evaluate educational
programs.

Among the categories of items suggested are
the following: number of situations in which stu-
dents are involved in certain activities, e.g., ac-
tivity roles; student data, e.g., percent of students
who have dropped out of the program, percent of
students on the principal’s list, etc.; number of
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the first section are particularly related to the eval-
nation of programs for limited English proficient
students.
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CLASSROOM PRACTICES
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BUILDING
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Culture and
the Classroom Teacher

The feature article selected for this section dis-
cusses how we become aware of culture in our-
selves and in others. Also included are annotations
of books and articles that present general consid-

erations about teaching in multicultural settings as
well as information about major minority language
groups in the United States.




PERCEPTION AND COGNITION--BECOMING AWARE OF CULTURE IN OURSELVES

School personnel may realize that they need to be aware of the patterns of culture
in thelr students and the students' parents. But culture conflict is a two-way street; they
need to become aware of culture in themselves. Ideally, the more school personnel,
students, and parents are aware of their own cultural characteristics, the better all will
understand the potential areas of conflict between them.

Aren't we aware of culture in ourselves? The answer is "not entirely." One reason
has to do with problems of perception. When a white object Is placed against a white
background, it is difficult or Impossible to perceive it. But when a black object is placed
against a white background, both object and background are easily perceived. Perception
and knowledge grasped through the senses as mediated by culture depends on contrast.
The more an object contrasts with its environment, the more readily it is perceived.

Becoming aware of our behavioral patterns also depends on contrast. In the United
States (and many other parts of the world), it Is a matter of custom and habit (as well as
law) to drive on the right side of the road. In our everyday lives, we seldom have
contrasting experiences that allow us to become aware of this behavioral pattern. Driving
on the right side of the road seems to be the natural thing to do. If we visit England
where it is a matter of custom, habit, and law to drive on the left side of the road, we
readily perceive that there is an alternative to our own customary behavior. This helps us
to realize that what seemed natural was actually mere convention.

¢ dinarily, we are not aware that normal conversational distance between strangers
in the .ited States is seldom less than two feet. Since nearly every stranger we meet
will tu. ow this customary habit, we have nothing with which to contrast it. If we
encounter someone from a different society (Cubans,Portuguese, and Hispanics, in
general) in which the customary distance in such situations is much shorter, we will tend
to back up and retreat from the pecson as he/she follows trying to converse with us (Hall,
1959.)

Anglo-Americans might congratulate themselves on having enough sense to keep a
proper distance when talking with others. Such self-congratulation would be deflated if
we were to come in contact with the Ponapeans of Micronesia. Ponapean people complain
that Americans get too close when they talk. From these examples, it is clear that it is
not always easy for us to perceive our own behavioral patterns.

The concept of culture includes, but is not identical with, the notion of socially
shared customary behavior. These behaviors, which we share with almost all people with
whom we come into contact, will not be obvious to us due to a lack of contrast. Thus, we
are not ordinarily aware of many aspects of our own culture. As Kiuckhohn, an
anthropologist, said: "It would hardly be a fish who would discover water" (1949, p. 11).

An individual does tend to share behavior patterns with those whom he/she has an
intimate, long-term social interaction. We do not, however, share all behavior patterns
with everyone in our group. Kluckhohn (1943) relates the story of a newly arrived teacher
on a Navajo reservation who found the first grade girls intelligent and friendly while the
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boys were slow and uncooperative. It turned out that the teacher had the children making
pottery. It Is hardly surprising that the boys were slow and uncroperative since the
behavior patterns involved In making pottery identify the person as a fernale among the
Navajo. Notice that In this example there are no differences in percelving or describing
this behavlor. It Is the interpretatlons of the behaviors that are different. Not only do we
perceive events, we also process our perceptions Internally and interpret them, that Is, we

conceptualize. This is cognition.

Overt socially shared behavlor patterns are not confined merely to symbolic
communication. We can talk to ourselves internally. Human beings have the capacity to
be both subject and object, actor and audience, to themselves. We Internalize soclal
experiences. Self-identification, to the extent that it Is due to symbolic communlication,
is an important aspect ¢f culture within ourselves. Goodman, an anthropologist, says that
the sense of self

-.depends heavily on language--labels for self and
others, for [cur] own and other persons' possessions. In
[the] secor  year of life the child speaks and thinks
increasing y with the aid of linguistic tools. (Goodman,
1970’ pc 26‘

The concept of culture, therefore, must take into account both the observable
customary behavior »atterns and the inner symbolic communication of the individ.: 1.
Even though we car..ot observe the latter directly in others, each of us can become avware
of it in ourselves. /. 7alysis of the observed behavior of others leads us to believe that
thought processes, su«h as those we can experience in ourselves, must be occurring in
others too but that <¢'netimes the thought processes differ.

CULTURAL RELATIVITY AND ETHNOCENTRISM--BECOMING
AWARE OF CULTURE IN OTHERS

The U.S. Navy landed on a Pacific Island in World
War II. The health officer felt that the presence of
flies constituted a health problem that, wit' . the
assistance of the natives, could be easily conquered.
He asked the chief to assemble his people, to whom he
gave a health lecture illustrating the horrors of
tly-borne diseases with a foot-long model of the
common house fly. He believed he had made his point
until the chief replied, "I can well understand your
preoccupation with flies in America. We have flies
here too, but fortunately they are just little fellows."
(Foster, 1962, p. 122)

This humorous story demonstrates how the interpretation of an experierce is
relative to the cultural background of the person having the experience. Thus, two people
with different cultural backgrounds may interpret and react to the same experience in
very different ways. This is what anthropologists mean by "cultural relativity."
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To assume the positlon of cultural relativity is to recognlze that there is a wide
range of possible human responses to experiences because of differences in cultural
interpretation. [t Is also helpful for us to recognlze that our own cultural interpretations
are a part of thatrange. [f we know somethlng about the range of cultural differences in
human socletles, we are better able to become aware of culture In ourselves by contrast.
‘Yo the extent that we are able to do thls, we galn a great advantage In our efforts to
understand the culture of others and to avold confllcts and misunderstandings In cross
cultural situatlons.

On a purely rational basis we may ngree that this is the best thing to do, but few of
s are llkely to find it easy. Easlest Is the opposite of cultural relativity, ethnocentrism.
To be ethnocentric is to be sure that our own cultural ‘nterpretaticns are correct and
superior compared to the interpretations of those with different cultural backgrounds.
Human beings generally tend to be ethnocentric. This Is hardly sur.rlsing since a puuitive
self-linage Is partly based on our feelings of the positive worth of wur group's customs. In
addition, if our life expectations are belng reasonably well met, we have a vusted Interest
in the survival and continuation «{ the groups to which we helong and to their cultural
patterns.

At first glance, thiz se=ms to pose a dilemma that cannot be solved: the questior. of
hcw we can be cultural relatlvists if we are ethnocentric. It is n.t{ necessary for us to
give up entirely our positive seit-images and tendencles toward &. i 2Centrism in order tu
adopt a positior. of cultural refativism, It Is only a matter of minditying the rigidity of otir
ethnocentrism. Indeed, to brcume aware of ethnocentrism in ourselves miay help us to
appreciate and respect ethnocentrism in others. Tclerance for cultural pluralism is
increased if we recognize that others have positive feelings about the worth of tieir
culiures, just as we do about ours, Ethnocentrism is 2 disadvantage in successful cross
cultural relationships largely to the extent that we are unaware of it.

If we interpret the behavior of those who are culturally aifferent from ourselves
only in terms of our ¢wn rigid ethnocentrism, we will no¢ be able to become aware of
their cultural characteristics or develop an understanding and appreciation of them.

Examples

l. In Microresia, the schools L:ave been intarested in increasing the level of parent
participaticn. In dealing with this problem, the schools modeled along United
States' patterns are encouragec to use a parent participation plan that had been
developed in the United States. This plan «ssumed that the family is the nuclear
family of paren¢s an: < \lidren where marriage is an arrangement between two
individuals, This assui: 5iion is an ethncentric one, since in Micronesia the family
can also include clan meinbers beyond the nuclear family and can be understood only
in terms of village kinship organization.

2. In an American-staffed hospital on an island in *clynesia, a hospital rule of
aliowing only members of the immediate famiiy to visit critically ill was adopted.
Members of the hospital staff became extremely annoyed when large numbers of
people insisted that they were members of the
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immediate {famlly of critically lll patients. Staff members, mostly Westerners,
concluded that Polynesians are awful llars. What they dldn't understand was that in
Polyneslan kinship system the kinship term used for the blologlcal mother Is also
Jsed for her sisters and her husband's sisters; and the kinship term used for the
blologlical father Is also applled to his brothers and his wife's brothers.

Furthermore, the kinshlp terms used for blological brothers and sisters are also used
for what we call cousins; all of these terms may be extended to even more remote.y

related persons.

“. The United States prides Itself on the efficlency of its Industrlallzed sy.tem and
is often gullty of an ethnocentrlc attitude In evaluating the “inefficlency" of other
economlc systems (l.e., that of peasants In the Third Woild). In taking a closer look
at ur own system, how efficient Is the common practice of closing factories on the
weekends or beglnning work wt 8 o'clock and stopping promptly at 5 o'clock? These
practices stem from the fact that our work is time orlented. In many societies,
work Is task orlented. They work until a task is completed and do not feel
compelled to "make work" I there are no tasks that need to be done. Such people
would find our practices of "making work" or stopping work before tasks are
completed to be very lllogical and inefficient. Also, what sense does It make to
reserve one day (Sunday) for rellglon and not relate it to work?

4. Many Amerlcans are often appalled by the descriptions of inltiation rltes In
tribal societies where both men and women go through painful ceremonles to "come
of age." They may not be as appalled with the common practice in our own society
of keeping the aged in Institutions where conditions are often very severe. Some
cultural groups would regard this as barbaric, since the aged In their societies are
given special treatment and accorded high status.

Excerpt from:

Arvizu, Steven F., Warren A. Snyder, and Paul T. Espinosa. Demystifying the Concept of
Culture: Thcoretical and Conceptual Tools. Bilingual Education Paper Series 3:11 (1980).

Evaluation, Dissemination and Assessment Center
California State University

5151 State University Drive

Los Angeles, CA 90032
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Bibliographic Entries:
Culture and
the Classroom Teacher

Asian Bi'ingual Curriculum Development Cen-
ter, Seaton i .11l University. *'Bridging the Asian
Language and Culture Gap.'' Asian Bilingual Ed-
ucation Teacher Handbook. 1982, pp. 97-103.
Evaluation, Dissemination and Assessment Center
for Bilingual Education, Lesley College, 49
Washington Avenue, Cambrid . MA 02140.

While recognizing that indiv ff rences
play an important role within th. ... Jf the
mnulticultural classroom, th ; article eapiores cer-
tain generalizations that migh. be made about Asian
groups. Those generalization; relate to concepts
of humility, honor and dignity respect for age
and etiquette. The ~uthors discu«: the manifes
tation of these vulu:, ir the ri=*sic ym setting anu
suggest ways of adapting classroom practices to
accommodate to those values or to help students
adjust to the new situation.

Banks, J.A. Teaching Strategies for Ethnic
Studies. 1975. Allyn and Bacon, Inc., Dept. 898-
LC, Link Drive, Rockleigh, NJ 07646.

This excellent sourcebook discusses activities,
provides resources (annotated bibliographies on
books, periodicals, films, filmstrips), and gives
background information on virtually every ethnic
group in America. Appendix A lists important
dates for each ethnic group in the history of the
United States.

\‘Lm

California State Department of Education, Of-
fice of Bilingual/Bicultural Education. A Hand-
book for Teaching Vietnamese-Speaking Students.
1982. Evaluation, Dissemination and Assessment
Center, California State University, 5151 State
University Drive, Los Angeles, CA 90032.

This handbook is designed to assist school dis-
tricts in providing effective bilingual education
sesvices to Vietnamese-speaking students. The
publication includes general information about im-
migration patterns and history, educational back-
ground, and socio-cultural aspects of the Viet-
namese. It also contains very important information
regarding the student’s language and the appro-
priate instructional programs that will help Viet-
namese students progress in the school.

Childhood Education, 60:2 (1983) Association
for Childhood Education International, 3615 Wis-
consin Avenue, NW, Washington, DC 20016.

This issue of Childhood Education entitled **The
New Armrivals,"’ addresse. some vl the challenges
teachers ar1 their recent immigraiu students face
in schools. .rticles in this issue discuss ethnicity
in the history of this country and its educational
system, characteristics ol major groups of im-
migrants, such as Southeast Asians and the His-
panics, issues on bilingual-bicultural education,
and strategies for helping students adjust to the
new environment.
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Cross-Culiural Learning in K-12 Schools; For-
eign Students as Resources. 1952, National As-
sociation for Foreign Student Affairs, 1960 19th
Street, NW, Washington, DC 20009,

This book has been designed to assist teachers
in improving cross-cultural experiences for stu-
dents by using the rich international resources
schools have in their foreign students. The ideas
are practical and relate to a wide variety of school
activities and subjects.

ERIC Clearinghouse or Language and Lin-
guistics. *‘Indochinese Students in U.S. Schools:
A Guide for Administrators.’’ Language in Ed-
ucation: Theory and Practice. 42. (1981). Center
for Applied Linguistics, 3520 Prospect Street, NW,
Washington, DC 20007.

This book attempts to acquaint teachers and
administrators with the cultures of Indochinese
students, to identify the problems that both stu-
dents and teachers face, and to assis! in identifying
possible solutions to those problems. The first part
includes history and background information on
Cambodians, Laotians, and the Vietnamese. The

second part describes the educational systems in °

the Indochinese countries, provides guidelines for
the enrollment and placement of Indochinese stu-
dents, describes some of the problems Indochinese
students have in schools in the U.S., and offers
strategies to overcome those problems. The book
aiso lists a variety of agencies and cducational
resources that teachers and admin. strators can con-
tact for further information.

Ford, C.K. and A.M. Silverman. American
Cultural Encounters. 1981. The Alemany Press,
Post Office Box 5265, San Francisco, CA 94101.

This book contains a collection of situations
designed to stimulate discussion about intercul-
tural problems common to students from other
cultures in the United States. Some of the situa-
tions described are entitled, ‘‘When the Teacher
Arrives,” ‘‘Late for Class,”’ “‘I Need a Paper,”’
and ‘‘Polite Requests.’’

Indechinese Information Packet, (no date) Na-
tional Clearinghouse for Bilingual Education, 1558
Wilson Boulevard, Suite 608, Rosslyn, VA 22209,
(703) 522-0710 (800) 336-4560.

The first sections in the packet contuin articles
about the Indochinese population in the United
States with emphasis on Indochinese cultures and
customs. The 'ust sectivns of the packet include
information rex .. es and a directory of publishers
and distributors of resource materials,

Los Angeles Unified School District. Bridging
the Asian Language and Cultural Gap. A Hand-
b sok for Teachers. 1974, Division of Career and
Continuing Education Program. Los Angeles Un-
ified School District, Los Angeles, CA.

This handbook has been designed to help ESL
teachers work more effectively with Asian stu-
dents. Although intended for teachers of English
as a Second Language for adults, the phonological,
syntactical, and cultural information included is
relevant to teachers at other levels. The culiural
information focuses on four major groups: China,
Japan, Korea, and the Philipines.

National Multilingual, Multicultural Materials
Development Center. Cultural Issues in Educa-
tion. A Book of Readings. 1978. Evaluation, Dis-
semination and Assessment Center, California State
University, 5151 State University Drive, Los An-
geles, CA 90022, Catalog Code Number PR-004.

Articles in this collection recognize the value
of a multicultural society and address multicul-
turalism from the viewpoint of teacher prepara-
tion, curriculum development, the instructional
process in multicultural settings, and testing.

Nine-Curt, C.J. Non-Verbal Communication in
Puerto Rico. 1976. Evaluation, Dissemination and
Assessment Center for Bilingual Education, Les-
ley College, 49 Washington Avenue, Cambridge,
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This publication identifies and describes the body
fanguage of Puerto Ricans and others from Latin
American cultures. It provides guidelines for in-
terpreting smiles, hand gestures, posture, and other
non-verbal cues.

Nine-Cunt, C.J, Teacher Training Pack for a
Course on Cultural Awareness. 1976. Evaluation,
Dissemination and Assessment Center for Bilin-
gual Education, Lesley College. 49 Washington
Avenue, Cambridge, MA 02140. Catalog Code
Number 078-6.

This training pack describes a cultural aware-
ness course that helps trainees examine their per-
ceptions of their own cultural backgrounds.

Ramires I, M. and A. Castafeda. Cultural
Democracy, Bicogutive Development, and Edu-
cation. 1974. Academic Press, Inc., 111 Fifth
Avenue, New York, NY 10003.

This book addresses the basis for educational
pluralism. The concept of cultural democracy as-
sumes that a person is entitled to maintain his or
her values and language while learning to accept
the values and language of the larger society.

The goals of a cultural democracy are to help
culturally different children to function effectively
in two cultures and develop the ability to learn in
the two cognitive styles: field sensitive and field
independent.

Although the book focuses on the Mexican-
American student, the basic premises apply to
children from other culivral backgrounds. Chap-
ters 6 and 7 suggest ways of assessing cognitive
styles and suggest teacher training strategies and
curriculum and classroom applications.

Rosenoff, W.E. A Multicultural Alternative
Curriculum. Asian Bilingual Education Teacher
Handbook. 1982, pp. 89-96. Evaluation, Dissem-
inatior and Assessment Center for Bilingual Ed-
ucation, Lesley College, 49 Washington Avenue,
Cambridge, MA 02140.

This article identifies areas of learner charae-
teristics that influence the instructional and leamn-
ing pracess in multicultural ¢lassrooms: locus of
control, cognitive learning styles, and time per-
spectives  Descriptions of these learner charae-
teristics are followed by curriculum design con-
siderations, The author concludes with a suggested
list of activities to help eachers and administrators
increase the educational performance of students.

Saville-Troike, M. A Guide to Culture in the
Classroom, 1978, National Clearinghouse for Bi-
lingual Education, 1555 Wilson Boulevard, Suite
605, Rosslyn, VA 22209. (703) 5§22-0710 (800)
336-4560. Catalog Code Number PO67.

This guide explores the interplay between lan-
guage, culture, and education, It suggests traning
strategies and applications of cultural information
in the classroom, in curriculum development, and
in evaluation. The list of questions in the chapter,
**Questions to A:k About Culture’’ provides
guidelines for ¢btaining accurate cultural infor-
mation and using «nat information for instructional

purposes.

Tam Thi D..yx Wei. Vietnamese Refugee Stu-
dents. A Handt - « for School Personnel (Second
Edition). 1980. Lvaluation, Dissemination and
Assessment Center for Bilingual Education, Les-
ley College. 49 Washington Avenue, Cambridge,
MA 02140. Catalc ; Code Number 164-2.

This handbook coritains information about Viet-
namese students—their style of living and their
difficulties in adjusting to living in the United
States. The handbook presents case studies and
suggests solutions to problems. Bibliographies are
also included.

Young, J. and J Lum, eds. Asian Bilingual
Education Teacher Handbook. 1982. Evaluation,
Dissemination and Assessment Center for Bilin-
gual Education, Lesley College, 49 Washington
Avenue, Cambridge, MA 02140. Catalog Code
Number 089-1.
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This comprehensive handbook includes ideas,
information, and materials to help teachers work
with East Asian students, primarily students from
China. Korea, and Japan. Appendices 6. 7. B, 9,
11, 13, and 14 deal with Asian cultures in genera!,
and with Korean, Chinese, and Japanese cultures
in particular.

Your New Life in the United Stares. Center for
Applied Linguistics, 3520 Prospect Street, NW,
Washington, DC 20007,

These handbooks are available in Vietnamese,
Lao, Hmong, Khmer, and Cantonese Chinese.
They are intended 1o help refuy o become ac-
quainted with different aspects . lie in the United
States.

The following materials are free from the Ref-
ugee Materials Center, U.S. Depantment of Ed-
ucation, 324 East 11th Street, 9th Floor, Kansas
City, MO 64106.

The Center will send you a catalog and single
copies of these materials. Please use the code num-
bers when ordering.

Ellis, A.A. The Assimilation and Acculturation
of Indochinese Chi'iren Into Ameri -~ Culture.
Report commiss’ ! by the Califor . Depan-
ment of Sucial Sert es. Code No = .310.

This report discusses the co.fl: ainese
children have in assimilating. It . .cribes
general cross-cultural differences, and other issues
such as newcomers and unaccompanied minors.

A Ciwide 160 Twa Cultiires.
A bilingual pavhet in Vieinamese and Laglish.

Indochinese Activities Handbook, Cirades K- §.
Code No. 700-011].

This handbook provides cultural information
about Cambadian, Lao, and Vietnamese cultures.
It imvludes sample lesson plans.

Indochinese Children and Families  An Over-
view. Research Capsule No 4, Code No. 500
(441

Thin paper provides an histonical and demao-
graphic profile of the Indochinese and discisses
the status of children and problems in resettiement.

saotian Themes Code No. 420.008 .
This handbook talks about the culture and the
educauonal systems of Laos

Linguistuc and Cultural Adjusiment of Asian
Students. Code No. 700-011.

Tips on the Care and Adjustment of Lao and
Cambodian Children in the United States. Code
No. 420-029.

Approaches to increasing understanding of ref-
ugee behavior, actions, and background.

Understanding Your Loatian Students. Code No.
420-015.

This is an orientation to teachers of students
from Laos.
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Assessment
of LEP Students

Assessment is one of the most controversial
areas in the field of education for limited English
proficient students. One consequence of the con-
troversy over assessment is that many school dis-
tricts have moved away from using only stan-
dardized measures and have begun using batteries
of measures, which include both standardized and
locally developed tests.

There is a wealth of data on the topic of as-
sessment. Obviously, the entries included in this
section are not exhaustive. As a feature article for

this section we havz ., it he TESOL Statement
on Statewide Progran.. o. Competency Testing
because it offers sound criteria to be considered
when developing a testing program. Most biblio-
graphic entries describe general considerations in
testing the LEP student. Also included are a sam-
ple language identification form and a sample
structured interview. Teachers and administrators
are encouraged to consult the National Clearing-
house for Bilingual Education for additional in-
formation about testing the LEP student.
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TESOL
\&: TESOL STATEMENT ON STATEWIDE PROGRAMS OF COMPETENCY TESTING

More than 60% of the states of the United States have mandated programs of com-
petency testing in the basic skills during the last few years, and several more
are about to do so. Because the insights gained from recent movements of com-
petency-based program dosign and of individualized instruction have made us in-
creasingly aware of tl.e complex nature ~ “%s kind of measurement, we would

like to bri . o your attention the < ".- 'y considerations to bear in mind
when planning A testi-g program.

A. The professional organizations and academic departments specializing in the teach-
ing of English to speakers of other languages provide expertise and should be consult-
ed when decisions are made concerning competency testing of students whose home lan-
guage or dialect is other than standard English.

B. Parents of the groups being tested and the students themselves need to be consult-:
ed. Questions about relevance and appropriateness of topics, the language to be test-
ed, and the purposes of the tests all need student and parent input.

C. The development of effective measurement instruments is time consuming and costly,
but we warn against any cost saving shortcuts thrat might be considered.
1. Translating existing tests from one language to another does not result in
a reliable instrument.
2. Tests developed for or normed on native speakers of a language are not valid
or reliable indicators of the language knowledge or skills of a person who
is not a native speaker of that language.
3. Tests of proficiency in the modern foreign languages designed for English-
speaking students in the U.S. are scaled inappropriately to measure the tal-
ents and knowledge of students who are native speakers of those languages.

D. No single instrument can adequately measure students' competency in the basic
skills. We urge, therefore, that a variety of opportunities be given to students to
demonstrate what they know,and thut decisions regarding competency never be made on
the basis of a single test.

E. Sound objectives and precise goals are essential to any effective testing program.
Therefore, the starting point must be to reach agreement on the meaning of 'basic" in
'basic skills.'" (For example, specialists in the area of reading know that different
reading- skills are '"basic' to different purposes. What is the purpose of the reading
test in your state? To assure success in an academic career? To assure success in a
vocation? To document that a student can read directions? a manual? a novel? an
application form?)

F. Knowledge of language must be separated from knowledge of subject matter. A test
of one should not be used to measure competency in the other.

It is particularly important that, as a student is acquiring a second language or
dialect and is concurrently adding to this knowledge in subject matter areas, the test-
ing of the latter be conducted in the first language.

Further, it is of utmost importance that students who are acquiring knowledge of
the language and the content areas simultaneously receive the benefit of considerable
instruction in both areas before being tested in either.




G. Because students whose home language is other than standard English may enter a
curriculum late in its progression, it is imperative that alternative measures be
provided for the testing of late-arriving students.

H. We support a program of assessment which periodically measures the progress of
each student, a program of assessment which helps ensure educational success for
all students by providing a measurement of what the school needs to do to help the
student, e.g., offer remediation or programs of career ;uidance. We oppose an
assessment program to weed out students, to end their a.ademic advancement.

The above statement was prepared by a special task force
of experts in the field of English as a Second Language.

It was approved by the Executive Committee of TESOL
{(Teachers of English to Speakers of Other Languages),

an international professional organization of 8000 members,
at its meeting in Boston on March 3, 1979.

Copies available without charge from:

TESOL

455 Nevils Building
Georgetown University
Washington, DC 20057

37 m




Bibliographic Entries:
Assessment
of LEP Students

Cohen, A.D. Testing Language Ability in the
Classroom. 1981. Newbury House Publishers,
Rowley, MA 01969.

This book offers practical suggestions for teach-
ing and testing language skills. It focuses on the
process of testing as well as -1 he construction
of test items. Attention i: » the scorir:g,
evaluation, and analysis ¢ < . lts.

Cummins, J. “‘Tests, Achievement, and Bilin-
gual Students.’’ FOCUS. 9 (1982). National
Clearinghouse for Bilingual Education, 1555 Wil-
son Boulevard, Suite 605, Rosslyn, VA 22209.
(703) 522-0710 (800) 336-4560.

This article gives an overview of the inadequa-
cies of ability and achievement tests with LEP
students, and reviews recent research evidence
related to the relationship between language pro-
ficiency and academic achievement and its im-
plications for testing LEP students.

Erickson, J.G. and D.R. Omark. eds. Com-
munication Assessment of the Bilingual-Bicultural
Child. 1981. University Park Press, 300 North
Charles Street, Baltimore, MD 21201.

A principal objective of this book is to en-
courage the use of interpretive assessment prac-

tices to supplement discrete point tests. Chapters
6-9 review selected language assessment tests and
include practical considerations for evaluating them.
The administrator or specialist in charge of pro-
grams for LEP students might find these chapters
helpful in making decisions on implementing as-
sessment procedures.

Appendix A provides suggestions for inter-
viewing children to assess their communicative
competence. Appendix B is an annotated bibli-
ography on communication assessment of the
bilingual child.

Guidelines for the Establishment and Imple-
mentation of Entry and Exit Criteria for Bilingual
Programs. 1983. Ohio Depart.nent of Education,
Division of Equal Educational Opportunities, Lau
Center Section, 65 Scuth Front Street, Columbus,
Ohio 43215.

A handbook designed to aid planners, admin-
istrators, and school, college, and university
teaching personnel in the planning, establishment,
and implemer.tation of entry and exit criteria and
procedures for language minority students. The
section on exit criteria stresses the importance of
assessing not only oral language proficiency. but
those language skills the student will need to be
successful in studying the content areas. Both
standardized and informal language measurement
instruments are described.
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Montero, M., ed. Bilingual Education Teachers
Handbook. Volume I1I: Language Issues in Mul-
ticultural seitings. 1979. Evaluation, Dissemi-
nation and Assessment Center for Bilingual Ed-
ucation, Lesley College, 49 Washington Avenue,
Cambridge, MA 02140.

This book includes four articles that discuss
language from the perspectives of language pol-
icies in the United States, the role of langu-pe in
bilingual classrooms, criteria for languag. as-
sessment of limited English proficient students,
and special needs language assessment proce-
dures.

Morrisroe, S. **Using Native Speaker Infor-
mants in Informal Testing.'’ TESOL Secondary
Interest Section Newsletter. 6:1, Fall, 1983.
TESOL. 455 Nevils Building, Georgetown Uni-
versity, Washington, DC 20057.

This article offers suggestions for using native
speakers effectively in taping or admini -~ ‘ring lo-
cally developed tests.

Northwest Regional Education Laboratory. As-
sessment Instruments in Bilingual Education: A
Descriptive Catalog of 342 Oral and Written Tests.
1978. Evaluation, Dissemination and Assessment
Center. California State University, 5151 State
University Drive, Los Angeles, CA 90032. Cat-
alog Number PR-001.

This catalog lists and descrives ‘ests in 38 dif-
ferent languages ranging from kindergarten to adult
education levels. Tests are organized by cate-
gories: language proficiency, language domi-
nance, self-concept, socio-:ultural aspects, read-
ing, achievement, and interests. The information
in the catalog will be useful to teachers or ad-
ministrators in selecting tests that best fit their
student populations and programs.

Oller, J.W., Jr. Language Tests at School. 1979.
Longman Group Limited, I.ondon.

The author discusses the issues involved in lan-
guage testing, contrasts discrete point testing and

29

pragmatic testing as reflections of the view of
language either as a form or as a tool for com-
munication, and gives practical recommendations
for language testing.

Of special interest for classroom teachess is
Chepter JII (Lp. 262-400) describing testing tech-
niques from the point of view of their applicability
anc' their reliability in classroom situations. Tech-
niques for preparing, administering, and scoring
the tests are described.

Pletcher, B., N. Locks, D. Reynolds, and B.
Sisson. A Guide to Assessment Instruments for
Limited English-Speaking Students. 1978. Santi-
llana Publications, 257 Union Street, MNorthvale,
NJ 07647.

A collection of tests in a variety of languages
forassessing, among other factors, language dom-
inance, achievement, learning styles. Test anno-
tations include descriptive, technical, cultural, and
linguistic information and comments about the
appropriateness of the test.

Valette, R.M. Modern Lanouage Testing. 1977.
Harcourt Brace Jovanovich, ., 757 Third Av-
enue, New York, NY 10017.

This handbook on foreign language testing is
divi-ed into three parts: Principles and Procedures
of Testing, Methods of Evaluation, and Current
Developments. The third part addresses the issue
of modern language testing in bilingual and ESL
programs. The appendix includes the descriptions
of commercial language tests and a bibliography.

Wolfsfeld, L., ed. EDAC Test Collection Cat-
alugue: A Description of Tests for Use in Bilingual
Education Programs. 1983. Evaluation, Dissem-
ination, and Assessment Center for Bilingual Ed-
ucation, Lesley College, 49 Washington Avenue,
Cambridge, MA 02140.

This collection contains about two hundred tests,
classified under seven headings, and cross-refer-
enced by language. Annotations for each test pro-
vide information that teachers, administrators, and

evaluators will find useful in test selection.




LANGUAGE IDENTIFICATION FORM

ARLINGTON PUBLIC SCHOOLS (07-08062) Revised 7/82
LANGUAGE I10ENTIFICATION FORM
To be corpleted at registration for all incoming Students

Name School . Student #
, Last Firse Middie

1. What 1s the first lanquane that the student learned to speak?

2. wWhat language does the student speak most often outside of school?

3, What language do other people speak most often where the student lives?

If response to AT’LEAST’tuo questions 1s NOT tngiisn, student snouid be referred
to the Intake Center for Enqlish lanquaqe testing and for completion of form,

Birthdate / / Sex

/ / Refugee yes
Former Schooi 1f APS Entry Grade V.S, Entry ——®
Cauntry of Origin
“Primary/Native Language Civil Rights 1D
Grade Placement Informa)l Assessment Tasks in Native Lanquage
APS Chronological | Years Grade Motor | Numpers | Computation| Reaaing [ Writing | Recommended
entry { age of Previocus | Completed Grade
date Schooling
[ . ] ] ]
’ [] ' ]
1 i 1 1
ESOL/HILT/RILTEX Placement
ACOP HILT/HILTEX | Paragraph Program Native Language Oral
Raw/converted test recommendation Lanquage test
WHITE COPY YELLCW COpPY CARD COPY
School Office Intake Center ESOL/RILT Teacher
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Department of Interagency, Alternattva,
and Supplementary Programs

Assessment Procedures (Cont'd)

Teacher Evaluation

Structured Interview

Description:

The Teacher Evaluation/Structured Interview (TE/SI) will be useful in the
initial assessment of both the student's oral abilities as well as his under-
standing in a direct conversation situation.. The interview questions that
follow on pp.l4=-15 suggest a setting in which the flow of conversation can be
controlled to determine if the student understands specific grammar points., He/
she should be encouraged (but not required) to answer in complete sentences with
the interviewer making an effort to elicit responses which show the student's
control of the structure points indicated.

The TE/SI serves a dual purpose, First, much information about the student will
be obtained in this less formal testing situation, The student has a chance on
a one~to-one basis to tell the teacher about himself and to express his ideas
in English. Second, the teacher can note specific grammar points which the
student has fluent control of and the teacher can also identify some structures
which the student understands but cannot produce. During the interview it will
i also become apparent when the student has neither understanding of nor speaking
control of the pattern or structure point,

Administration:

The structured interview should take 5-10 minutes. The student and teacher sit
alone in a quiet place. The student : ould be made comfortable and should not
feel that he/she is in an intensive testing situation.- The teacher should ex-
plain that he/she is going to ask the student some questions which he/she wants
the student to answer, The teacher will be listening to the answers to learn
something about his/her English speaking ability, The teacher may refer to the
question sheet in order to keep the conversation moving.

During the interview the teacher should not indicate that a response is
"“"eorrect" or "incorrect'" but should respond in a natural way to the information
given ("That's interesting!," "That's too bad!' "So doL" ..., etc.). After
the interview, when the student has left the room, the teacher should score the
interview as quickly as possible while impressions of the interview are still
fresh in mind,
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Department of Interagency, Alternat.v.,
and Supplementary Programs

Asscssment Procedures (Cont'd)

Not all of the questions must be asked, In most instances, the q.esv.ons can

be thought of as prompters or initiators into an area of questioning, Often the
student's.responses will prompt the next question, Tha questions are uritten
somewhat in order of difficulty, but are to be used only as suggestiona,’

The interview can stop when: 1) the student reaches a point where he/she no
longer understands the question even 1f it is rephrased several times; e.g.,

A student who cannot understand or use the past tense would not be forced to
continue to present perfect or conditional tense in questions.; 2) the student
cannot respond, or he/she hesitates to the point of feeling awkward and un-
comfortable; 3) the teacher feels that enough structure information has been
obtained, The interview should have a natural and friendly conclusion,

Many students will tend to give one-word answers (e.g., "Yes," or '"Read,",
etc,). The teacher can rephrase questions or use devices such as "Tell me
about ....'" or '"Describe ...." in order to elicit full sentences, Encourage-
ment and response from the teacher during ‘the session will lighten the atmos-
phere and loosen the tongue,

Scoring:

See the "Guidelines for Scoring Structure. Interview'" on the following pages.

After conducting the structured interview, using the Guidelines for Scoring
Structured Interview, the teacher should circle the number of the rating for
each aspect of speaking ability on the ELPATW, add the numbers together, and
record the sum of the ratings on the line provided. This score for the TE/SI
is written on the ELPASR in the appropriate box. The maximum score possible
is 30 points,
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Asusgsment Proceduras (Conu'd)

Structurad Tntervisw Questions

Structures Questicng
Hello, my name 18 , .
Imperative Please sit down.
WH-questions What's your name? Last namel

How old are you?
Where are you from? Is _(country)
near/far from here?
Pres, simple Tell me about your family ...
Do you have a brother, a sister?
Do you have any brothers, any

sisters?
S + V + DO, some/any Is your brother/sister/mother/father
here with you?
S + LV + ADJ Describe your mother/father, etc,
ADJ = comp, & superlative (indicate by gesture~- height, point

to hair, eyes)
Is your (sister) taller than your

brother)?
Who is the tallest in your family?
Pres. continuous Are you studying (math) in this school?
Past When did you come to the United States?

How did you come here?
(If recent arrival)
Please tell me about your trip here =«

listen for control When did you leave (country)?
of both regular When did you stop and visit?
and irregular forms What did you do/see there?

What did you do on the last day you
were in your country?

S+ V+ 10+ DO What did your friends/relatives tell you
before you left (country) ?
Dependent Clause 0id you study English before you came ta

the U, S.? Where? How long?
What did you do last Sat,/Sun./week in the

summer?
Was it fun? Did you like it? Where
Past Progressive did you go after that? Was it
raining, sunny? Who went with you?
Participle or infinitive What do you like doing/to do after
phrase ' school every day?

Iv-14 (© copyright _
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and Supplaementary Programs

Assessment Procedures (Cont'd)

Modal ~ can Can you swim? play soccer? dance? Do
you like to?
Future How long are you going to stay in the
U. 8.7
What will you do this afternoon when you
g0 home?
What will you do this weekend?
Present Perfect Have you ever visited another country?
Tell me about it. What did you see/
do?

Have you been to the White House in
Washington, D, C.? The Washington
Monument? etc,

Have you visited any interesting places
since you've come here?

Have you ever played tennis/soccer/

baseball?

Conditional ~ real What grades do you get if you study for
a test?

Conditional - unreal If you could live in any country in the
world, where would you live? visit?
why?

If you had $1,000, what would you do/
buy? why?

Modals ELEMENTARY LEVEL =~

What would you like to be when you
grow up?

Modals SECONDARY LEVEL

What would you like to do/be when
you finish high school?

What should you do in school to get
ready for ?

IV-15 (© copyright
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Avsessment Procedures (Cont'd)

Guidelinesa for Scoring Structurad Interview
K-$

Pronunciation

0. No meaningful utterances produced

2. Understanding difficult. due to pattern and structure errors; concen-
trated listening with frequent repetiticus neceasary

4, Occasional mispronuncistions which do net interfere with understanding:
would not be taken for a native spcak.r

6. Native-like pronunciation

Grammar

0. No meaningful utterances produced

2. Some control of major patterns; meaning frequently obscurel
4, Some patterns still weak; meaning obscured

6. Native-like use of grammar patterns

Vocabulary

0. No meaningful utterances produced

2. Vocabulary limited to basic personal and survival areas; insufficicnt
for even the simplest conversation

4., Sufficient vocabulary to function in most everyday situations but
choice of words often inaccurate

6. Native-like use of vocabulary

Fluency

0. No meaningful utterances produced
2. Speech very slow, hesitant and/or irregular

4. Speech occasionally hesitant with some rephrasing
6. Native~like fluency

Comprehension

C. No meaningful utterances produced

2. Responds to very slow, very simple speech; requires constant repetition
and rephrasing

4. Responds to somewhat simplified speech with occasional repetition or
rephrasing

6. Native-like comprehension
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Apnsessment Procedures (Con't)

Cuidelines for Scoring Structured Interviews
6-12

Pronunciation

0. No meaningful uttarances produced

1. Pronunciation usually unintelligible )

2. Understanding difficult and frequent repatition necessary due to
frequant pattern and structure arrors

3. Concentrated listening neceasary; uispronunciation leading to
occasional misunderstanding

4. Occasional mispronunciations with no interference in comaun{zation

5. No conspicuous mispronunciationa, but would not be taken tor a
native speaker

6. Native-like pronunciation

Grammar
0. No meaningful utterances produced
l, Grammar almost entirely inaccurate .
2. Little control of major patterns; errors frequently obscuring meaning
3. Control of major patterns; errors causing occasional misunderstanding
4. Some patterns still weak; errors not interfering with communication
5. Few errors with almost native-like use of grammar patterns
6. Native~like use of grammar patterns

Vocabulary

0. No meaningful utterances produced

1. Insufficient vocabulary for even the simplesrt conversation

2. Vocabulary limited to basic personal and survival areas

3. Inaccurate choice of words; vocabulary limited to common school=-
related and social topics

4, Sufficient vocabulary to discuss special interests and to fur- .a in
most everyday situations

5. Well-developed vocabulary; expresses complex ideas clearly

6. Native~like use of vocabulary

Fluency

0. No meaningful utterances produced

1. Spcech halting and fragmentary; conversation virtually impossible
2. Speech very slow and uneven except for common phrases

3. Speech frequently hesitant and irregular

4. Speech cccasionally hesitant with some rephrasing

5. Speech effortless and smooth, but perceptibly non-native

6. Native~like fluency

Qo @ Iv-17 (© copyright
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Assesswent Procedures (Cont'd)

Guidelinas for Scoring Structured Intorview

6-12
Comprehension

0. No meaningful responses pioduced

1. Insufficient response for evun the simplest type of conversation

2. Responds ro only slow, very simple speech; requiras constant repetition

3. Responds to careful, somewhat simplified spesch vith frequent repetitim
and rephrasing

4, Responds to normal speech but required occasional repetition or
rephrasing

5. Responds to normal speech well excepc for very colloquial or low-

Reprinted with permission by the Division of ESOL/Bilingual Programs, Monigomery
County " ublic Schools, Rockville, Maryland.

frequency {tems
Native-like comprehension
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Dewveloping Goals
and Objectives
for the LEP Student

Assigning grades to LEP students 18 a major
concern for classroom teachers. Jne of the ways
to dewi with grading LEP students is to develop
difierentiated gou.. and objectives. These differ-
entiated goals and objectives must consider stu-
dents' English proficiency and must be measur-
able.

Extensive hiteruture exists on the peneral topic
of developing objectives. However, very little has
been written about adapting gouls and objectives
for LEP students. To provide background, this
section includes an annotation of material con-
taining practical information about developing ob-
jectives in general. Other entries focus on devel-
oping objectives specifically for LEP stdents.




Bibliographic Entries:
Developing Goals
and Objectives

for the LEP Student

Duelfer, A. ‘‘The Statement of Goals and Ob-
jectives in Bilingual Education.’’ Bilingual Edu-
cation Teacher Handbook. 1979. Evaluation, Dis-
semination and Assessment Center for Bilingual
Education, 49 Washington Avenue, Cambridge,
MA 02140.

This article reviews the role of goals and ob-
jectives and the process for developing appropriate
goals and objectives {or LEP students. A sample
lesson is used to demonstrate how goals and ob-
jectives can be clarified to improve instructional
effectiveness. Qutlines of taxonomies of educa-
tional objectives and planning grids for developing
goals and objectives for the LEP student are in-
cluded.

Morris, L. L. ard . Fitz-Gibbon. How to Deal
with Goals and O....ives. 1978. Center for the
Study of Evaluatic. . University of California—
Los Angeles, Sage Publications, Inc., 275 South
Beverly Drive, Beverly Hills, CA 90212.

This book, part of the series, Program Evalu-
ation Kit, is designed to help evaluators of edu-
cational programs. It should be equally helpful to
teachers who need to write their own objectives.
Chapter 3 describes five general principles for
constructing objectives, providing examples of both
faulty and well-constructed objectives. This chap-
ter also includes annotated cognitive and affective
taxonomies.

Santos, S.L. ‘‘Content Methods and Materials
for Teaching Science, Mathematics, and Social
Studies in the Bilingual Classroom.’’ Series C,
Packet 3. Bilingual Education Teacher Training
Packets. 1982. Evaluation, Disserination or
Assessment Center, Dallas Independent S
District, Dallas, TX 75204 (214) 742-5991.

A section in this book (pp. 169-176) gives prac-
tical suggestions for developing differentiated les-
sons that take into account students’ learning styles
and abilities. Steps in les -~ preparation and a
sample lesson are preses:’




LLearning
a Second Language

This portion of the Resource Book contains a
feature article that summarizes rescarch findings
in second language learning and examines the sig-
nificant applications of these findings for class-
room teachers. The bibliographic entries following

* article have been selected because they expand
on the topic of language acquisition and suggest
practical applications in elementary and secondary
classrooms.
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Why is researi!s important to the teacher?

Though more research remains to be done before we have
anything approaching definitive answers to the questior of
how best to promote second language learning, we do know
already that some procedures still used in classrooms are con-
trary to what has been discovered about the second language
learning process. Some of the findings of recent secor.!
language acquisition research studies can be applied to the
bilingual classroom where English is a second language.

Research is important for teachers because it investigates
which solutions work best for which problems, in which situ-
ations, with which learners. The more practitioners in hi-
lingual programs know about research findings, the more
effective they can be in planning, implementing, and evaluat-
ing their programs.

All of us encounter a time lag problem in keeping up
with research. Months, or even a year or more, usually pass
between completion of a study and publication of its results.
Additional time lags occur between publication and incor-
poration into course work in preservice and in-service
teacher training. By the time that new research findings are
reflected in com' ~rcial instructional materials, a good deal of
additional time has elapsed. For this reason, many materials
for ESL and language development presently in use are no
longer current in their methodology or psychological ap-
proach. They ask children to practice v.:matural sentences
that they do not understand; they req .ire i -2ningless repe-
tition. Both teachers and children are bored by this kind of
material, and it is no wonder that little learnin:g takes piace.

The only way that concerned teachers can compensate
for the time lag in availability of materials that reflect new
findings about second language learning is to keep up with
current research, analyze its findings, and apply them to their
teaching approaches and instructional materials. This is ask-
ing a lot of teachers, who are often submerged in the details
of daily planning and human interaction in their classes.
However, many do find the time to read journals, take ad-
vantage of the resources of local university research efforts,
and discuss implications of research with their colleagues.
Another source of information about current research in bi-

lingual education is the National Clearinghouse for Bilingual
Education, which not only maintains a hotline to answer spe-
cific questions, but also provides information through its
newsletter FORUM and through its publications. A new
NCBE service is Research On-Line, which enables users to
find out about current, unpublished research efforts relevant
to bilingual education.

Teachers and administrators who are informed about
current research are better prepared to analyze and evaluate
instructional methods and materials, changing and adapting
them where needed to make them congruent with new
knowl:dge.

This paper first presents an overview of major research
areas i second language acquisition, referring to a sample of
studies whose findings seem to have clear implications for the
classrcom. After that, a Second Language Learning Model
that inccrporates many of the recent research findings into a
taxonomic scheme is described. Finally, criteria and guide-
lines for applying second language acquisition research find-
ings to the bilingual classroom are proposed.

Four major areas of particular importance to the class-
room teacher in current second language acquisition research
are: comparison of first and second language acquisition;
social, affective, and cognitive factors; second language in-
put; and second language learning in school settings. These
categories are not mutually exclusive, for many studies con-
sider various of these interrelated aspects of second language
acquisition, but they do serve as useful descriptors of research
concerns that have significant implications for classroom
teachers.

Is second language learning
similar to first language learning?

Comparison of first and second language acquisition proces-
ses, though: .ot a new area of research, continues to claim the
attention of many investigators, impelled perhaps by the
increasingly sophisticated research being done on first
language acquisition. Present research reveals many similari-
ties between first and second language acquisition, as well as
some differencas.

For both first and second language learners, meaning is
the key to linguistic development. Children remember and
use language that is meaningful. They learn through a crea-
tive construction process of putting together the bits of the

71



M

langua;. they know, rather than by exact imitation of sen-
tence models. For children—as for all of ur—the purpose of
language is the communication of meaning. and they will use
whatever means is available to them to both understand and
communicate the meaning of a message. Both fist and sec-
ond language learners begin to express thei. :meanings
through an interlanguage, which is an approximation of the
adult or native speaker model and which contains raany
omissions, overgeneralizations, and errors in grammar, pro-
nunciation, and vocabulary. It resembles telegraphic speech
in many ways, for words (and even parts of words) not essen-
tial to the meaning are routinely omitted. The stages through
which children move in this interlanguage are the same for
many children (Chun, 1980), though individual differences in
order of acquisition of certain structures have been pointed
out by some researchers. Arguments over whether the order
of acquisition of grammatical forms is the same for all first
language learners, and similar or identical for all second
language learners, tend to obscure the fact that is most impor-
tant to teachers—that children do not begin by uttering per-
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fectly formed, grammatically correct sentences when learn.
ing a language. They inevitably produce a great deal of in
complete or incorrect language which they gradually cor-
rect themselves as they try to match their language to the
models they hear. Also important to teachers is the fact that
children want to match their language to models they hear. In
other words, when children make language errors, teachers
should not assume that the fault lies either in the child or in
the teaching method, for errors are a natural part of language
leai ning.

Another similarity between first and second language
acquisition can be found in the existence of what Krashen
(1980) terms the silent period, or delay in the onset of speech. In
natural learning situations, children apparently need to listen
to a great deal of language and make at least some sense of it
before they are 1cuuy {~ attempt upeech. The implications for
the ESL teacher are obvious: more time and attention should
be given to listening activities at the beginning stages, and
children should not be forced to speak until they feel ready
to do so on their own.

Another similarity between first and second language
acquisition can be found in the uses to which language is put.
The young child just beginning to talk does so for functional
purposes: to request something, to get information, to pro-
vide information, to express anger, fear, pleasure, or sur-
prise. When these linguistic functions are not fundamental to
the second language learning process, children quickly lose
interest and are hard to motivate. Few children care about
language for language’s sake. They want an immediate and
practical purpose to which they can put the language. For the
teacher, this means creating situations in which children can
use the new language for functional ends. Examples would be
social interaction with English-speaking children, learning
how to get out of trouble by apologizing, making excuses or
explaining intentions, and requesting information or services.

The most obvious difference between first language ac-
quisition and acquisition of a second language by a school-
age child is the considerable difference in ages. The
emergence of speech in a one-year-old is quantitatively and
qualitatively different from the beginning stages of second
language acquisition in a five- or seven-year-old. The age dif-
ference reflects both cognitive and social factors, for the older
learner is de: .lopmentally more mature and has different
social needs than the younger learner. A critical period for
second Janguage acquisition has been rej~cted by many
researchers, who have discovered that older learners can learn
faster than younger ones. Some suggest that second language
learners are best at learning certain features of the new
language at different ages (Chun, 1980). However, it has been
shown that in the long run, children do better at learning a
second language than do adults ‘Krashen, Long and Scar-
cella, 1979). Reasons advanced are that children have a longer
period of time in which to acquire the second language, and
their affective filter (Dulay and Burt, 1977) is weaker than an
adult's and thus allows more of the new language to get in
and become usable input. Ervin-Tripp (1978) studied the
acquisition of French by thirty-one English-speaking children
in Geneva, ranging in age from four to nine, and found that
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the older children learned phonology, morphology, and syn-
tax faster than the younger children. She attributed this to the
fact that older children know more about language through
their first language proficiency and that they have developed
more sophisticated cognitive strategies for learning in
general.

Another obvious difference between first and second
language acquisition lies in the absence or presence of a pre-
vious language. The young child must acquire language in
order to communicate at all with other human beings,
whereas the school-age second language learner already has a
system of effective communication and may or may not feel
the desire to communicate with speakers who do not share
this initial communication system. The presence of a first
language can help a second language learner in many ways,
for a great deal is already known about how language works.
Boirowing from the first language is often a successful learn-
ing strategy, and when the borrowing is not successful, the
learner usually discards it as soon as the correct expression in
the second language is learned.

The teacher needs to provide opportunities for children
to use their second language for real communicative purposes
with English-speaking peers and adults. He or she should also
capitalize on what children already know about language
through their first language so they can make successful
transfers and correct generalizations to the second language.

How do individual differences
affect second language learning?

Social and affective factors and differing cognitive learning
styles have been found to significantly affect second
language learning. The attitude of learners toward the cul-
tural group that speaks the second language and their greater
or lesser desire to participate in that group has as rnuch effect
on the success of their second language acquisition as do their
aptitude and verbal intelligence. According to Lambert
(1981), a favorable set of attitudes and motivation can com-
pensate for a lack of natural aptitude for acquiring a second
language and can predict successful learning of that language.
The implications for teachers are clear. Children can develop
positive feelings about native English speakers only if those
speakers are concerned, caring individuals to whom limited-
English-proficient children can relate personally. Teachers
should not only examine their own attitudes, but also strive
to establish attitudes of acceptance, appreciation, and esteem
in their native-English-speaking students.

Research on differing cognitive styles and types of learn-
ing strategies highlights the fact that individual differences
must be considered in second language acquisition as well as
in all other aspects of learning. Ventriglia (1982) has identi-
fied three basic types of language learning style, which she
terms beading, braiding, and orchestrating. Beaders learn words
incrementally, and internalize the semantic meanings of indi-
vidual words before they begin stringing them together.
Braiders, on the other hand, use an integrative strategy based
on syntactical relationships, and acquire the new language ia
chunks or phrases, often without conscious analysis. Braiders

can produce language chunks much sooner than beaders,
because they like to try out unanalyzed phrases in social con-
texts to see if they work, whereas beaders like to be sure of
their understanding of all the words that make up a phrase
before they attempt oral production. Orchestrators are
children who process the language initially on a phonologi-
cal basis. They listen to the new sounds and reproduce them
accura!cly. Their understanding is based on a grasp of mean-
ing implied by intonation, and these children, like beaders,
spend a great deal of time on initial listening comprehension.
Orchestrators start with sounds, and gradually realize how
these sounds form syllables, words, phrases, and sentences.
They are dependent on oral models for their language learn-
ing. The implications for teaching are that no one method or
approach will be appropriate for every learner. Teachers
need to master many different ways of teaching the new
language, and they should observe and capitalize on the pre-
ferred learning styles of individual children.

What kind of linguistic models
do second language learners need?

Although the importance of language input to the learner is
obvious, it is only recently that attention has been turned to
the precise nature of such input. Krashen (1980) has proposed
an Input Hypothesis, which states that one acquires a second
language by understanding linguistic input that is a little be-
yond one’s current level of proficiency. This understanding
of new items contained within familiar ones comes about
through using clues trom the verbal and nonverbal contexts,
and through the learner’s knowledge of the world and of
language in general. Input that is too far beyond the learner’s
level will be heard only as noise, whereas input at or below
the learner’s current level will not add to the acquisition
process. Another feature of this hypothesis is that language
acquisition is not based on analysis of grammatical structure
but on meaning. Therefore the input does not have to be in
the form of sequenced grammatical structures (as almost all
textbooks present it), but must contain meaningful informa-
tion at a level just beyond the learner's current ability.
Natural language contains sufficient repetition of structures
to present the grammatical information needed, and appro-
priate input provides these structures on a functional basis
that relates to the communication needs of the learner.

Although it is easy to understand why teachers should
provide the right k.. of input for their ESL learners, it can be
difficuit to impler:. it. One method is to tape a complete
lesson and thers isten critically to the language modeled by
the teacher. Is it natural’ Is it meaningful? Is it useful and rele-
vant for children? Is it neither excessively simple nor exces-
sively complex, but aimed just beyond the children’s present
proficiency?

Children need a great deal of language input, and it
should come from a variety of speakers. When the speaker
has something of real importance or interest to communicate
the listener will make every effort to understand, and this
very effort will advay» “.: second language acquisition
process. Structured driils that have no communicative func-
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tion have little value in helping children acquire the new lan-
guage; useful and natural exchanges do. Other child::
naturally adjust their language to the needs of the limited-
English-proficient child, and will paraphrase, repeat, slow
down, explain, or demonstrate in order to get their meaning
across. Teachers could well do the same.

What kind of second language proficiency is needed
for success in school subjects?

The setting for second language acquisition determines the
type of linguistic competence that is learned. Research on
second language acquisition in social situations has provided
information about the process of natural second language
acquisition, and has shown us the importance of communi-
cative competence. This type of process is largely uncon-
scious and is termed language acquisition by Krashen (1980),
who distinguishes it from language learning, which involves
formal study and application of the rules of a language. His
Monitor Hypothesis claims that the acquisition process ac-
counts for nearly all of a person’s proficiency in a language
and that the learning process is available only 25 a monitor, or
self-checking device. He further claims that this monitor is
used only by those learners whose cognitive style pre-
disposes them to think analytically about a language, and
then only when a specific task demands it.

The implications of the distinction between acquisition
and learning, and of the monitor, are that correction of errors
and formal teaching of grammar are not effective for most
students.

Important as the ability to communicate in a social situ-
ation is, it does not provide all the second language profi-
ciency needed for academic success. Cummins (1980) makes
a distinction between two types of language proficiency. The
first he terms BICS, or Basic Interpersonal Communicative
Skills. This is the ability to use language to interact socially
with others. This fluency is what most of us aspire to when
we study a second language, but for the person who must use
that second language to progress up the educational ladder,
BICS is not enough. The type of language used in school sub-
jects and for achievement tests is quite different from BICS,
and Cummins describes it as Cognitive/Academic Language
Proficiency, or CALP. This type of language proficiency is
related to basic cognitive levels and conceptual knowledge,
and for this reason it is highly transferable from one language
to another. Thus, knowledge and concepts gained in one
language, whether they be concerned with mathematics,
grammar, reading, writing social studies, or any academnic
subject, can be transferred to a second language just as soon
as the learner re~ches what Cummins calls the threshold
level. Learners are at the threshold level in a second language
when they have acquired the appropriate labels to attach to
concepts already known in the first language.

The BICS/CALP distinction has many implications for
teachers. In language proficiency assessment, care must be
taken not to confuse testing results of a child’s communica-
tive competence with that child’s ability to handle academic
tasks in the second language. Learning through a second

language should not be expected until children have satis-
fled two criteria: first, that they have reached the threshold
level in the second language, and second, that they have
acquired the concepts sppropriate to their cognitive/matura-
tional level in the first language. For the ESL teacher, a grad-
ual increase in the amount of subject matter taught through
English would be beneficial and should be tied to what
children already know in the first language. Some subjects,
such as math, could be taught through the second language
sooner than others because their vocabulary is limited and
their nonlinguistic features aid comprehension, Emphasis on
literacy skills in the second language will provide children
with essential tools for transferring their first language CALP
to the second language.

To sum up, we can say that four statements are borne
out by current second language acquisition research:

1. There are more similarities than differences between
first and second language acquisition.

2. Social and affective factors and differences in cogni-
tive learning styles play a decisive role in second
language acquisition.

3. The appropriate kind of input is required for second
language acquisition to take place.

4. Second language communicative competence in
social situations does not guarantee success in
academic language tasks.

These four general areas of current second language
acquisition research are interrelated in many ways, and the
findings and hypotheses described work together to deter-
mine the degree of success a child experiences in acquiring a
second language.

What is the develcpmental sequence
forsecond language lea. 1ng?

The second language learning model (Figure 1) is a taxonom-
ic representation incorporating and applying several current
research findings. The basic structure is patterned on Bloom's
taxonorny, which describes six cognitive levels, each higher
cne building on the !'swer ones. Since Bloom's taxonomy
identifies internal mental processes, an identifier has been
placed next to each one describing the linguistic process that
takes place at each level.

1—Knowledge: lowest cognitive level —memorization,
recall.

2—Comprehension: basic meaning—putting elements
together in new ways.

3—Application: functional use of language for commu-
nication.

4—Analysis: receiving and giving information, putting
facts together, identifying main idea.

5—Synthesis: looking beyond facts to find reasors,
making comparisons and inferences.

6—Evaluation: using skills developed in Levels 1-5 to

make decisions. m
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The line of asterisks seems to coirespond to Cua.n.
mins's threshold, that is, the level at which the leamer knows
a sufficient amount of the second language to be able tc
undertake academic tasks in it. The first tire¢ levels show the
processes tha* build the Basic Interpersonal Communicative
Skills that are essential for social participation in the second
language. These are the skills that are acquired mostly
through Krashen's acquisition process, that Is, through appro-
priate input,

The three higher levels seem to belong quite distinctly
to school settings, as they describe the kinds of skills that are

taught in the regular language arts curriculum. These skills
depend on developing the learner's cognitive/academic lan-
guage proficiency as postulated by Cumrins. Probably their
development requires considerable co-+- ous learning, in
Krashen's sense of the word. It may be more likely, though.
that rather than engage in conscious application of the Moni-
tor in acquiring these academic second language skills, the
learner finds it more economical to transfer previously de-
veloped CALP skills from the first language.

The next two columns describe the kinds of specific
linguistic tasks that the learner engages in at each level. In the

3
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Acquisition/ (& Jusge Cognitive Linguistic
Lesming "~ ficlency Domain Process
Emphasis' Oimension’ Taxonomy’
Acquisition  Basic 1
Interpersonal Knowledge Recalling
Communicative
Skills
(BICS)
2
Comprehension  Recombining

Figure 1
Second Language Learning Model

Internal
Langusge
Skills

Discrimination of and response
to sounds, 'words, and unana-
lyzed chunks in listening.
Identification of labels, letters,
phrases in reading.

Recognition of and response
to new combinations of known
words and phrases in listening
and oral reading. Intemnaltrans.
lation to and from first lan-.
guage.

Sommunicating

Learning Cognitive/ A4
Academic Analysis Informing
Language
Proficiency
(CALP) 5
Synthosis Generalizing
]
Evaluation Judging

Understanding meaning of
wha! i listened to in informal
situations. Ernergence of silent
reading for basic comprehen-
sion.

Acquisition of factual infoima.
tion from listening and reading
in decontextualized situations.

Usa of intormation acquired
through reading and listening
to tind relatiorighips, make in-
ferences, draw conclusions.

Evaluation of accuracy, value,
an' gpplicability of ideas ac-
quired through reading and Is-
tening.

SOCIAL INTERACTION

External
Languege
Skills

Production of Single words
and formulas; imitation of mod-
els. Handwriting, spelling,
writing of known elements
from dictation.

Emergence of interlanguage/
telegraphic speech; code-
switching and first-language
transfer. Writing from guide-
lines and recombination dicta-
tion.

Communication of meaning,
feelings, and intentions in
social ang highly contextual-
ized situations. Emergence of
expository and creative writ
ing.

"""""THRESHCLD B PD BRI 0000000 000 0RO ENORRRORRONIOIIOIIONIIOIIOONOOOIIREOOIOIOIRNDRDRR SRR RISS

Application of factual informa.
tion acquired to formal, aca-
demic speaking and writing
activitiea.

Explanation of relationships,
inferences, and conclusicns
through formal speech and
writing.

Expression of judgments
through speech and writing,
use of rhetorical conventions.

1Sae Stephen Krashon, "“The Monitor Model for Second Langusge Acquisition.” in Second Language Acquisition and Foreign Language Teaching,
edited by Rosario C. Gingras. Arlington, Va.: Center for Applied Linguistics, 1978, )

1See Jemes Cummins, "The Construct of Language Proficiency in Biingual Education.” In Current Issues in Bilingual Education. Georgetown University
Round Table on Languages and Linguistics 1980, edited by Jamnes €. Alatis. Wasiington, D.C.: Georgetown University Press, 198C.

’See Benjamin S. Bloom and David R. Krathwohl, Taxonomy of Educational Objectives: Handdook i: Cognitive Domain. New York, N.Y.: Longman, 1977.
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first column are those related to language competence, the
receptive skills of listening and reading comprehension. The
second column lists those related to performance, the pro-
ductive skills of speaking and writing.
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Moskowitz, Gertrude. Caring and Sharing in the Foreign
Language Class: A Sourcebook on Humanistic Tech-
niques, Rowley, Mass.: Newbury House, 1978.

Omaggio, Alice C. "Successful Language Learners:
What Do We Know About Them?” rRIC/CLL
News Bulletin (May 1978).

Saville-Troike, Muriel. Fourdations for Teaching English
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cultural Education. Englewood Cliffs, NJ.: Prentice-
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Reading, Mass.: Addison-Wesley, forthcoming
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Obviously, by Level 3 the learner is highly proficient in
the second language as far as ability to communicate is con-
cerned, yet there are three more levels to progress through
before that learner can function successfully in an academic
setting. To make a rough comparison with grade level, the
second language learner at Level 3 is at approximately the
same level linguistically as the native speaker at the end of
first grade or early second grade.

The more years the second language learner is beyond a
second grader in age and cognitive development, the more
distance this learner has to travel in the three higher levels of
the model to reach the point of successful learning through
the medium of the second language. Of course, different
children can be expected to spend varying amounts of time at
each level, but it is obvious that the ten-year-old child who is
operating in ESL at Level 3 still is about two years behind the
native speaker in language proficiency. Recent Canadian re-
search shows that whereas the LEP child requires only about
two years to reach native speaker proficiency in BICS, it takes
five to seven years to reach a CALP level comparable to the
native speaker (Cummins, 1981).

At this point, the transferability of CALP from the first
language becomes crucial. If CALP has been developed to the
appropriate cognitive level in the first language, the transfer
of academic skills such as reading for information, making
inferences, writing logically, and speaking formally can be
transferred to the second language in a shorter period of time
through the miedium of the second language.

In this model, reading and writing have been included
from the first level. It is assumed, of course, that initial read-
ing skills have been taught in the first language. Although
audiolingual methodology delayed the introduction of the
written language, cognitive approaches emphasize the fact
that different leamner styles profit from exposure to all four
language skills from the beginning level. An additional
reason for the early introduction of reading and writing lies
in the importance of literacy to the development of CALP
and the ability to study school subjects in the second
language.

How can bilingual classroom teachers apply
these research findings in teaching
English as a second language?

Because second language learning is similar to first language
learning, teachers should:

®  Fxpect errors and consider them as indicators of progress
through stages of language acquisition;

® Respond to the intended meanings children try to com-
municate;

® Provide context and action-oriented activities to clarify
meanings and functions of the new language;

® Begin with extensive listening practice, and wait for
children to speak when they are ready;

®  Avoid repetitive drills and use repetition only as it occurs
naturally in songs, poetry, games, stories, and rhymes.




Because social and affective factors, and differences in cog-
nitive learning styles influence second language learning,
teachers should:

® Foster positive, caring attitudes between limited- and
native-English-speaking children;

® Plan for small-group and paired activities to lessen
anxiety and promote cooperation among all children;

® Provide for social interaction with English-speaking
peers;

® Vary methodology, materials, and types of evaluation to
suit different learning styles;

®  Build understanding and acceptance of cultural diversity
by discussing values, customs, and individual worth.

Because the appropriate type of I..put is necessary for sec-
ond language acquisition to take place, teachers should:

® Ensure that they model language that is meaningful,
natural, useful, and relevant to children;

® Provide language input that is a little beyond children’s
current proficiency level, but can still be understood by
them;

©  Plan for a variety of input from different people, so that
children leam to understand both formal and informal
speech, different speech functions, and individual differ-
ences in style and register.

Because communicative competence in a second language
does not provide children with sufficient skills to study suc-
cessfully through the medium of that language, teachers
should:

¢ Develop children’s concepts and subject matter knowl-
edge in their stronger language during the second lan-
guage acquisition process so that later they will be able
to transfer these concepts to the new language;

¢  Use the second language for subject matter instruction
when children reach the linguistic threshold needed to
attach new labels to known concepts;

® Initiate subject matter instruction in the second language
in linguistically less demanding subjects, such as math;

® Emphasize reading and writing activities in the secc 1d
language as soon as children are literate in the first lan-
guage;

® Realize that tests of cornmunicative competence evaluate
children’s ability tu “..:ction: in social settings, not their
ability to perform successfully in academic settings.
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Bibliographic Entries:
Learning
a Second Language

California State Department of Education.
Schooling and Language Minority Students: A
Theoretical Framework. 1982. Evaluation, Dis-
semination and Assessment Center, California State
University, 5151 State University Drive, Los An-
geles, CA 90032.

This publication summarizes a theoretical
framework that is based on the best and most
current information in the field of second language
acquisition and bilingual education.

The papers included in this publication are di-
vided into two sections: The first one contains
articles by James Cummins and Stephen Krashen
and discusses the theoretical foundations of first
language development, second language acqui-
sition, and the role of both in school achievement.
The second section contains articles by Dorothy
Legarreta-Marcaida, Tracy David Terrell, and
Eleanor Wall Thonis. These articles provide strat-
egies and techniques that apply the theoretical
framework set forth in thc first section.

Dulay, H., M. Burt, and S. Krashen. Language
Two. 1982. Oxford University Press, 200 Madison
Avenue, New York, NY 10016.

This book provides an extensive examination
of second language acquisition. The authors sum-
marize the most recent findings about learning a
second language; they examine the role of first
languagz on second language acquisition, as well
as effects of the environment, age, and person-
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ality. Chapter 11 (pp. 261-269) brings theory into
the classroom and offers teaching techniques that
apply the major conclusions from the resec il

Izzo, S. Second Language Learning: A Review
of Related Studies. 1981. National Clearinghouse
for Bilingual Education, 1555 Wilson Boulevard,
Suite 605, Arlington, VA 22209. (703) 522-0710
(800) 336-4560.

This vook examines the most important fac*ors
influencing second language learning: intelli-
gence, language aptitude, attitude and motivation,
personality traits, age, socioeconomic status, and
sex . Factors of the learning situation are also con-
sidered. Some of the conclusions follow:

® Intelligence influences second language
learning, but can be compensated by moti-
vation.

® Students’ attitudes toward the target language
and the attitudes of others around the learner
affect second language learning.

® The inability to communicate effectively in
the second language resuits in frustration and
a loss of self-esteem.

® The teacher is an important factor in language
learning.

® The teacher must be skilled in the language
and teaching techniques.
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® The teacher must have the ability to meer the
individual neads of students,

® The amount of time devoted to lesining, the
language is an important factor,

Krashen, S. D. “‘Language Acquisition and
Language Learning in the Late-Entry Bilingual
Education Program.'' Language Development in
a Bilingual Senring. 1979. Evaluation, Dissemi-
nation and Assessment Center, California State
University, 5151 State University Drive, Los An-
geles, CA 90032,

This article compares language acquisition be-
fore and after adolescence. Before the age of ten,
children acquire at least one language without overt
teaching. Around age 12 and coinciding with the
appearance of formal operations, the language ac-
quisition potential may be disturbed by feelings
of vulnerability and self-consciousness. Adult lan-
guage acquisition is characterized by the use of
both a subconsciously acquired system and a con-
sciously learned system. The author explores prac-

tical implications of these theories for the bilingual
classroom, He suggests classroom activities that
promote language acquisition and learning.

Ventnglia, L. Conversations of Miguel and
Maria: How Children Learn a Second Language .
1982, Addison-Wesley Publishing Company, 120
Interstate North Parkway East, Suite 168, Atlanta,
GA 30219,

The author presents the basic steps in lunguage
leaming as observed in over 400 conversations of
children learning English as a second language.
Emphasis is on the value of social leaming and a
""naturalistic'’ approach to he acquisition of a
second language. According to Ventriglia, sec .nd
language learning strategies are most effective when
children are given opportunities for linguistic in-
teraction. Every chapter in the book includes class-
room applications for linguistic interaction activ-
ities. These suggestions should prove useful to
primary teachers.
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Teaching Ltratzgies
for Working With
LEP Students

The feature article in this section outlines im-
portant instructional implications derived from the
research on second linguage acquisition and sug-
gests classroom applications of research findings.

The materials in this section include general
strategies as well as specific strategies for working

with elementary or secondary students. Some :ib-
liographic entries deal specifically with the de
velopment of reading skills, since tne ability to
read plays an important role in academic achieve-
ment.




From Research to Reality:
Implications for the Teacher

The previous chapters of this book presented the research findings
available to date and extracted from them a conprehensive picture
of second language learning. This chapter goes the next step: to the
‘'nplied teaching guidelines. We do not prescribe a single teaching
method, but guidelines which may be personalized in different
ways. For example, one teacher might incorporate a silent phase
into the curriculum by having students write resronses. Another
teacher might have students act out responses or «ven .espond in
their (irst language. All of these activities follow one guideline not
requiring students to speak in the target language before the, are
ready.

The guidelines are based on ‘‘basic’’ rather than “applied” re-
search studies. Basic studies focus on how leaming takes place rather
than on the evaluation of teaching techniques. They describe how
learners behave, react and think in various leamning situations.

Following are the major characteristics of second language leain-
ing that form the basis for the teaching suggestions to be presented.

1. There appear to be innate learning processors which guide L,
acquisition. We have called these the Filter, the Organizer, and the
Monitor. (See Figure 11-A below and Chapter 3.) The Filter and the
Organizer work subconsciously, while the Monitor takes care of
Lonscious processing.

2. Exposure to natural communication in the target language is
necessary for the subconscivus precessors to work well. The richer
the learner’s exposure to the target language, the more rapid and
comprehensive leaming is likely to be. (See Chapter 2.)

3. The learner needs to comprehend the content of natural com-
munication in the new language. Talk about “here-and-now" top-
ics, £ ~:nle, characterizes natural communication with child
languige lea.  r3; who ust.ally acquire native-like fluency in a short
time. (See Chapter 2.)

4. A silent phase at the beginning of lauguage learning (when the
student is not required to produce the nev’ language) has proven
useful fur most students in cutting down on interlingual errors and
enhancing pronunciation. The optimum length of the phase ranges
from several weeks to several months. (See Chapter 2.)

5. The leamer’s motives, emotions, ar.d attitudes screen what is
presented i the language classroom, or outside it. This affective
screening is highly individual and results in different learning rates
and results. (See Chapter 3.)
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6. The influence of the learner’s first language is negligible in
grammar. It is significant, however, in pronunciation. Adults are
more prone to fall back on their first language; young children rarely
do. (See Chapter 5.)

7. Second language learners subconsciously organize the new
words and phrases they hear in systematic ways. The principles of
organization they use have their source in the structure of the hu-
man brain. The result of this human characteristic is the uniformity
and predictability of basic error types and the order in which cer-
tain structures are learned. (See Chapters 6, 7, and 8.)

8. Conscious leaming and application of grammatical rules have a
place in second language learning, but their purpose is different
from the subconscious learning which produces native-like fluency.
(See Chapter 3.)

9. Relaxed and self-confident learners learn faster. (See Chapters
3 and 4.)

10. Learners who start leamning a second language before puberty
tend to achieve greater proficiency in the language than those who
start after puberty. (See Chapter 4.)

11. Differences between children and adults may affect language
acquisition. Adults are more self-conscious than children, thus tend
to be less venturesome in using the new language. Adults are better
able than children to consciously learn 'inguistic rules and ex:ract
linguistic patterns. Sometimes this abnity works to their benefit;
other times to their detriment. (See Chapter 4.)

12. Leamnt: * learn most from their peers and from people with
whom they iaentify. (See Chapters 2 and 3.)

FIGURE 11-A Working Model for Creative Construction in L; Acquisi-
tion*

INTERNAL PROCESSING

f————-
" . LEARNERS
LANGUAGE {5 VERBAL
ENVIRONMENT I PERFORMANCE
L \ . Y

First Language

*An upd;ted version of the chart on page 100, in Viewpoints on English as a Second Language,
edited by Marina Burt, Heidi Dulay and Mary Finocchiaro. New York: Regents Publishing Co.
Inc., 1977, Reprinted by permission.

13. Correction of grammatical errors does not help students avoid
them. (See Chapter 2.)

14. Certain structures are acquired only when learners are men-
tally ready for them. Exposing a learner to a structure does not guar-
antee learning. If a learner hears a structure very frequently, the
structure may be memorized as an unanalyzed whole instead of
being graduallly incorporated into a productive system of rules. (See
Chapters 2 and 9.)

These fourteen major conclusions from second language acquisition
research suggest the following teaching guidelines.
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TEACHING GUIDELINES

1. Maximize the Student's ...posure to Natural Communica-
tion Natural communication means the learner is focused on the
message being conveyed, not on the linguistic form of that mes-
sage. This enhances the creative construction process and the op-
eration of the Organizer.

Classroom Techniques

* Ask real questions—those which you might ask any native-
speaking child or adult. For example:

Are you hungry?
Do you want some milk or juice?
Why don't you have your coat on?

Artificial questions are those whose answers are of no interest to
either the one who asks it or the one who has to answer it, either
because the answer is already known or no one really cares. For
example, What color is my blouse? Or (holding a pencil) Is this a
pencil? Or, right after having said His name is John, asking What's
his name?

* Do not require more of a learner than of a proficient native
speaker. If a complete sentence is not grammatically required in re-
sponse to a question, do not requir= thie learner to provide one.
One-word answers are sufficient for certain questions. For example:

Teacher: Is that your pencil? Student: Yes.
Or,
Teacher: What's his name? Student: John.

Insistence on complete sentences when one-word answers would be
used in normal conversation may result in students’ English sound-
ing stited and unnatural.

* If you want students to practice using complete sentences, con-
struct questions that will naturally requi. = them. For example:

Why are you late?
What happened to your finger?

Neither of these is typically answered with one word by a native
speaker. A subject and verb are required.

» Respond to content when communicating with st*dents, not to
form. Do not correct pronunciation or grammar when students are
commnicating with you or each other. For example:

Teacher: Why are you late?
Student: 1 miss bus.
Teacher: Why did you miss the bus?

Do not say No, say "l missed the bus,” which will destroy the
spontaneity of the communication. If you wish, you might say Oh,
you missed the bus without drawing further attention to it. Correc-
tion should be limited to exercises where the focus is on the form
.f the language.

During communication, accept nonverbal responses as well as
responses in the student’s native language at first. (You should not

84



respond in that language too, however. Respond in the target lan-
guage.) If students nod their “~ads or gesture responses correctly,
accept them and continue. Tius tells you the student has under-
stood you, but is not yet ready to communicate verbally in the new
language.

* Encourage and create situations where your students can inter-
act with native speake.. of the target language. I students are
learning English in the U.S., make sure they interact with native
English-speaking students. If your students are learning French or
some other foreign language in the U.S., encourage trips to com-
munities or countries where the target language is spoken natively.

* Do not do grammar lessons during communication activities.

2, Incorporate a Silent Phase at the Beginning of Your Instruc-
tional Program As mentioned earlier, the silent phase is a time
during which learners listen and watch, and perhaps respond in
their native language or through physical activities. They are not
forced to speak .. .he target language yet.

Classroom Techniques

* Do not force students to produce the target language during the
initial weeks of insiruction. Instead, accept nonverbal responses,
written responses, or responses in the native language. If students
voiunteer to speak in the new language, however, accept their re-
sponses.

¢ Techniques used in programs that have incorpdrated the silent

phase:

* Adult students wrote their responses for some weeks, after
which they began to respond verbally (Postovsky, 1975, in a De-
fense Language Institute program).

* Students (child ana adult) acted out their responses during
the initial weeks, after which they began to speak the target
language (Asher, 1965, 1969; and Asher, Kusudo, and dela Torre,
1574). These findings have now been integr::.d into a text which
provides many ideas and lessons for the silent phase of an En-
glish curriculum (Remijn and Seely, 1979).

* Students (child and adult) were allowed to respond in their
native language initially. After several weeks, students began to
respond in the target language (Terrell, 1977).

3. Use Concrete Referents to Make the New Language Under-
standable to Beginning Students A concrete referent is anything
or any activity which can be seen, heard, felt or smelled as it is
being verbally described.

Classroom Techniques

* Use demonstrable objects and activities as lesson topics. Most
teachers already use visual aids such as hand puppets and toys, or
they use activities such as growing plants, cooking, games, etc. when
teaching children. For older students, use science experiments, arts
and crafts and other interesting and demonstrable activities.

4. Devise Specific Techniques to Relax Students and Protect
Their Egos Relaxed students learn more easily. This is especially
true for adults, most of whom are anxious and nervous about mak-
ing errors in front of their peers. People who are in authoritative
positions in their jobs are especially sensitive to making mistakes
or sounding strange.



Classroom Techruques.

* Have students invent new identities. They could pick a new
name in the new language and take on an identity (e.g. a favorite
actor, a gypsy, a p¢.iceman etc.) No real identities are known until
the end of the program. This reduces the students’ fear of lociing
silly when trying to speak the new language. (This techniqu¢ nas
worked extremely well in natural language classes for adults given
by The Natural Language Institute in Berkeley, California, for ex-
ample.)

* Play baroque music softly during the lesson. (Great success has
been reported by Lozanov and his colleagues who used this tech-
nique to facilitate foreign language and other kinds of learning.)

* Use comfortable chairs (Lozanov).

* Do breathing and stretching exercises before lessons.

* Do not focus on students’ language errors, but on the content
of what they say in the target language.

5. Include Some Time for Formal Grammar Lessons for
Adults Many adults need to learn some formal gramma' in order
to feel that they are indeed learning a new language. Some adults
can also consciously apply simple grammatical rules to produce sen-
tences in the new language.

Classroom Techniques

* Include a regular time or a phase in your curriculum for formal
grammar lessons. The amount of time allotted should be small in
relation to the rest of the curriculum.

* During grammar essons make clear that you are now focusing
on the structure of tie language rather than on communication.

* Focus on low-level, easy rules, not complex cnes, e.g. the it'sits
distinction is a low-level rule. When to put an apostrophe inits can
be taught. On the othes hand, the definite/indefinite a/the distinc-
tion seerus to resist explicit instruction. The rules governing the use
of a and the are so complex, they are not adeauately stated in many
grammar books. This distinction will be acquired subconsciously,
if it is acqui: .4 at all.

6. Learr: the Motivations of Your Students and Incorporate This
Knowledaa Into Your Lessons Knowing why your students are
in your (lass, and knowing with whom they want to associate and
like v-rom they want to sound will help explain their different suc-
cess rates and the domain of the target language they learn.

Classroom Techniques

* Cbserve the peers with whom your students associate, and note
the language variety they use.

* Accept speech that is different from what you have taught if the
learner’s peers use it too. (It is a waste of time to do anything else.
The peer pressure is much stronger than that of the teacher or par-
ent.)

* In order to teach students another "’dialect’ than the one they
are learning from their peers (if it is different from that you are
teaching), describe to the students the social situations in which
each dialect is used. Avoid value judgments. For example, if the
standard dialect which you are teaching is used to interview for a
job, say so. Students can then practice interviewing for a job, using
the standard dialect. If a nonstandard dialect is used among friends,

say so. They can use it during those situations. If students know
when to use each “dialect,” there will be a purpose for them to
learn each.
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7. Create an Atmosphere Where Studr-.i-. \re Not
Embarrassed by Their Errors

Classroom Techniques

* Expect errors (See Chapter 7).

* Do not focus un student errors dn. - “amunication.

* Do not show impatience with ~to ¢RrOrs.

* Respond to the content of studunt sp~ech, not the language forn
they use.

* Use role playing activities to minimize students’ feelings of per-
scnal failure when they make errors.

8. If You Teach Dialogues, Include Current and Soclally Useful
Phrases 1t has been oba~rved that second language learners pick
up socially useful phrases almost from the first day. With these
phrases, they can get around a foreign country and participate in
social activities.

Classroom Techniques

* Observe and note the most common social interactions in which
the students are interested, e.g. games, introductions, working to-
gether, shopping, asking directions.

* List the stock phrases that are always a part of these situations.
For example, for games: It's my turn; We won. For introductions:
Good Morning . . . How are you? For working together: What's that?
Do you want X? For socializing: Would you like to dance? Sure.

* Build dialogues around such exchanges.

9. Certain Structures Tend to Be Learned Before Others. Do
Not .xpect Students to Learn ‘‘Late Structures” Early

Classroom Techniques

* Become familiar with the geneial learning order observed for
structures researched and presented here (Chapter 8).

* Avoid teaching late structures early but feel free to use them in
your speecii at any ~~int in th2 instructional program.

* You need not teach to the learning order. Familiarity with it
will help explain student learning natterns and give you an accurate
sense of what to expect from them in so far as the learning of basic
English structu.es is concerned.

There are undoubtedly many morc suidelines and techniques that,
like these, work in concert with learners’ natural tendencies to con-
struct the new language crea'.vely and systematic-'lv. If language
teaching builds upon these tendencies, both teache and learner
should find the second language experience exciting and produc-
tive.

10. Do Not Refer to a Student’'s L, When Teaching the L, The
second language is a new and independent language system. Since
successful second language learners keep their languages distinct,
teachers should, too. No reference need be made to the student’s
first language unless the student requests it.

Classroom Techniques

* Avoid contrasting the L, and L. when explaining grammatical
structure.
* Avoid translation tasks as a major technique. Use only where
necessary to clarify meaning.
) ks
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Bibliographic Entries:
Teaching Strategies
for Working With
LEP Students

General

Maculaitis, J. D., and M. Scheraga. What to
do Before the Books Arrive. 1981. The Alemany
Press, Post Office Box 5265, San Francisco, CA
94101.

The authors have put together the results of over
30 years’ experience working with limited English
proficient students. The material is especially helpful
to beginning ESL teachers. For more experienced
teachers, Macuiaitis and Scheraga have included
references and suggested places for units of study.
While th> emphasis is on helpi -~ =<' teachers,
teachers working with LEP st » aeir class-
rooms would find most activ ' - le for all
students. The sections desc: * vities and
study units are especially he., -r classroom
teachers (pp. 29-80; 96-124). -

Pflaum-Couner, S., ed. Aspects of Reading Ed-
ucation. 1978. Mc Cutchen Publishing Corpora-
tion, 2526 Grove Street, Berkeley, CA 9-704.

This is a collection of articles that address issues
in the teaching and study of reading. One of the
eleven articles included in this publication dis-
cusses non-English speaking children and literacy.

¢:tos, S. L. Teaching Mathematics, Science,
and Social Studies. 1972. Teacher Edition

Packet 3, Series C. Evaluation, Dissemination and
Assessment Center, Dallas, TX 75204.

This module, part of the Series Bilingual Ed-
ucation Teacher Training Materials, presents the
content, methods, and materials for teaching
mathematics, science, and social studies in the
bilingral classroom. Of special interest to both
elen: *ruary ¢ ¢ secondary content area teachers
a~' o read'ny. Reading 2, Unit II, which ex-
p-2 1 teeon »ptsofthe lifferentiated lesson plan
tc «=m~ 2 students of different learning styles
(4. "% . o), and Reading 3, Unit II, which sug-
gests .ueas for classroom learning centers to rein-
force social studies concepts and topics (pp. 177-
215).

Stricherz, G. Before the Bell Rings. 1982. The
Alemany Press, Post Office Box 5265, San Fran-
cisco, CA 94101.

Especially designed to be used with limited
English proficient students, this book features lis-
tening exercises to develop the skill of following
oral commands. The exercises are to be used *‘be-
fore the bell rings,”’ or at any other time when a
change of pace is needed. The content of the ex-
ercises is varied and includes spelling practice,
working with letters, numbers, fractions and geo-
metrical shapes, and solving numbzr problems.

This excellent collection of exercises should
prove helpful to all teachers working with LEP
students.
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Thonis, E.W. Literacy for America's Spanish
Speaking Children. 1976. International Reading
Association, Inc., New. wk, DE 19711.

This publication focuses on threec major aspects
of the teaching of reading to Spanish speaking
children: the needs and strengths of different groups
of children from literate to illiterate, progran; al-
ternatives and methods, and the developinental
nature of literacy from the point of view of first
and second language literacy. It includes an in-
formal language dominance instrument and a list
of other available language measures.

Thonis, E.W. *‘Reading Instruction for Lan-
guage Minority Students.”’ Schooling and Lan-
guage Minority Students: A Theoretical Frame-
work. 1981 Evaluation, Dissemination and
Assessment Center, California State University,
5151 State University Drive, Los Angeles, CA
90032.

The avrhor discusses the factors that help or
hinder the development of reading skills in LEP
students, suggests program alternatives, and de-
scribes a variety of approaches to teaching reading
to LEP students.

Thonis, E.W. Teaching Reading to Non-Eng-
lish Speakers. 1970. Collier Macmillan, 866 Thirc
Avenue, New York, NY 10022,

This book describes the reading process from
the first and second language perspectives aid
gives classroom teachers practical suggestions on
how to improve students’ reading skills. Check-
lists to help teachers assess different aspects of
the reading process accompany most chapters. The
chapter entitled ‘‘Reading in the Content Areas’’
(pp. 86-102) describes the specialized reading and
study skills needed for studying elementary and
secondary math, social studies, and literature.

Twyford, C.W., W. Diehl, and K. Feathers,
eds. ‘‘Reading English as a Second Language:
Moving From Theory.'’ Monographs in Language

and Reading Studies 4 (1981). School of Edu-
cation, Indiana University.

This monograph aims to help teachers of LEP
students understand the reading process, the fac-
tors that influence the development of reading skills,
and the implications of rescarch for the teaching
of reading of English as a second language. The
monograph includes articles under three major
subtopics: theory, rescarch, and application.

Elementary

Allen, V.G. ‘'Books to Lead the Non-English
Speaking Elementary Student Into Literacy.’’ The
Reading Teacher, Vol. 32, No. 8 (May, 1979),
pp. 940-946.

This article suggests ways in which the ele-
mentary classroom teacher can help non-Engiish
speaking students enjoy reading by offeri.ig them
positive experiences with books. The annotated
bibliography includes books that help develop
concepts and vocabulary, picture books, infor-
mation books, and books to heip students feel good
about their heritage.

Cainer, S.R. ‘At Home in Art.”’ Childhood
Education. 60:2 (1983) 102-108. ACEI, 3615
Wisconsin Avenue, NW, Washington, DC 20016.

This article presents ways in which the cultural
and langua_« nreds of limited English proficient
students can bc integrated into art classes. The
author suggests strategics for using folk art, art
history, and children’s literature to develop an
appreciation for diversity and help LEP students
feel comfortable in art classes.

Garcia, M.A. and J.G. Mena. The Big E. An
English Language Development Program for the
Primary Grades. 1976. Institute of Modern Lan-
guages. 2622-24 Pittman Drive, Silver Spring,
MD 20910.
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This book contains a series of developmental
lessons to teach Euglish as a second language in
a systematic and sequenced manner. The expe-
riences provided during the lessons are based on
the premnisce that language acquisition is a natural
process through which the learner creates and con-
structs language. The lessons introduce basic con-
cepts about self and the world to primary students.

La Raus, M., K. Andreasen, M. Feder, and M.
Wigman. ‘*Some Suggested Classroom Activities
for the Content Teacher With Non-English Speak-
ing Students in Class.”" Elementary SIG News I11:3
(1981) 4-7, 12.

The suggestions listed in this article come from
classroom and content teachers who have worked
with limited English proficient students. The ac-
tivities are practical and feasible. Some of the
suggestions are general, others are designed for
working witli beginning or int. rmediate and ad-
vanced students.

Sosa, A.H. Practicum: Developing Oral Lan-
guage Proficiency Through English As A Second-
Language (ESL) Instruction. 1983. Evaluation,
Dissemination and Assessment Center, Dallas
Independent School District, Dallas, TX 75204
(202) 742-5991.

This is a collection of instructional games and
activities that reinforce listening, speaking, and
comprehension skills. The activities are intended
for students in grades 1-4 who have intermediate
to advanced proficiency in English. Although the
activities are presented in the context of the ESL
classroom, they could be used by a regular class-
room teacher with all students.

Secondary

Cates, G.T., and J.K. Swaffar. Reading a Sec-
ond Language. 1979. Center for Applied Lin-

guistics, 3520 Prospect Street, Washington, DC
20007.

This publication is part of the scries, Language
in Education: Theory and Practice, It reviews past
practices in the teaching of reading of English as
a second language, discusses new strategies for
fostering reading for comprehension, and offers
guidelines for the selection of texts.

Robinson, H. A. Teaching Reading and Study
Strategies: The Content Areas. 1975. Allyn and
Bacon, Inc., 470 Atlantic Avenue, Boston, MA
02210.

This book is intended for secondary school
¢iwteor teachers. The author discusses five ma-
jor aspects of reading: evaluation procedures,
readiness techniques, vocabulary strategies, com-
prehension strategies, and utilization tasks.

Of special interest to teachers of LEP students
are the informal procedures for assessing strengths
and weaknesses in reading and study skills. Sam-
ple skills inventories are included. The section on
Readiness Techniques is particularly useful, since
this area is not usually discussed in the context of
reading in the content fields.

Although the book was not specifically written
with the LEP student in mind, the author recog-
nizes that there are students of varied educational
and linguistic backgrounds in many classrooms.
He offers suggestions for preparing differentiated
lessons and assignments.

In chapters 6-10, the author provides strategies
for reading different writing *‘patterns’’ charac-
teristic of specific content areas.

TESOL Secondary School SIG Newsletter. Vol.
5, No. 2, Winter, 1983. TESOL, 455 Nevils
Building, Georgetown University, Washington,
DC 20016.

This issue of the newsletter focuses on reading
for ESL students. Included are a review of Un-
derstanding Reading by Frank Smith and strate-
gies for helping ESL students improve reading
skills.
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Establishing Your
Resource Center

Here are lists of resources to start your collec-
tion. Included are basic ESL teacher reference
books and articles.

The National Clearinghouse for Bilingual Ed-
ucation is a major source of information for school
districts that need assistance in setting up programs
for limited English proficient students.

The ESL Information Packet and the Bilingual
Education Information Packet are invaluable start-
up sources of information prepared by the Clear-
inghouse. These packets contain g;ossaries of terms,
an overview of the field, references and suggested
readings, funding sources, and information sources.

The ESL Information Packet also includes lists
of public and private agencies, institutions, and
organizations which provide information about

programs for LEP students. The packet contains:
an annotated list of textbooks; a directory of pub.
lishers; a section on teacher training; classroon
activities for beginning, intermediate, and ad-
vanced students; and a section on testing. These
packets are free from the Clearinghouse, which
you can contact by calling (800) 336-45v0, or
writing tc
National Clearinghouse for Bilingual Education
1555 Wilson Boulevard, S tte 600
Arlington, Virginia 22209

The following pages list other resources you
will find helpful. In addition. other references cited
in previous sections of this Resource Book should
be consulted when selecting materials for the
Resource Center.




Estal lishing Your
Resource Center

ESL Teacher Reference
Books and Articles

Allen, V.F. Insilte English, 1983. Regents Pub-
lishing Company, Inc., 2 Park Avenue, New York,
NY 10016.

This book is written for anyone concerned with
helping people speak, understand, read, and write
English. It attempts to show teachers how the
system of English works through selected gram-
mar structures. The ‘*Comments’’ section in each
chapter explains the grammatical structures, shows
how to help students learn them, and tells why
they should be learned.

Celce-Murcia, M. and L. Mc luwosh, eds.
"saciaing English as a second or Foreign Lan-
Jrage. 1979. Newbury House Publishers, Row-
ley, MA 01969.

This is an introductory text about the theury and
practice of teaching English as a second language.
The book covers teaching methods, the four lan-
guage skills, grammar and vocabulary, needs and
characteristics of students. A f »al section offers
practical suggestions for teachers.

Clark, R.C. Language Teaching Techniques.
1980. Pro Lingua Associates, 15 Elm Street, Brat-
tleboro, VT 05301.

0

The techniques presented in this book are mainly
for developing communicative competence and
grammatical accuracy. However, suggestions for
reading and writing activities are included.

Clark, R.C., P.R. Moran, and A.A. Burrows.
The ESL Miscelany. 1981. Pro Lingua Associates,
15 Elm Street, Brarttleboro, VT 05301.

This book is a compe /.um of materials for
ESL teachers and ESL curriculum developers.
Contents include ideas for lesson planning, lists
of grammar points, topics, functions and related
vocabulary, and cultural and linguistic informa-
tion.

Dacanay, F.R. Techniques an . Procedures in
Second Language Teaching, 1967. Oceana Pub-
lications, Inc., Dobbs Ferry, NY 10522.

The introductory section describes the diffe:-
ences between teaching reading in a second lan-
guage and teaching reading in the native language.
In addition, the book contains practical sugges-
tions for classroom teachers.

Krashen. S.D. Principles and Practice in Sec-
ond Language Acquisition. 1982. Pergamon Press,
Inc., Maxwell House, Fairview Park, Elmsford,
NY 10523,
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This book summarizes current theory on second
language acquisition, and discusses applications

of research findings w0 methods of teaching lan-
guage and the selection of mueerials,

Ovando, C. and V.P. Collier. Bilingual and
ESL Classrooms: Teaching in Multiculteral Con-
rexts. 1984 (in press). McGraw-Hill Book Com-
pany, 1221 Avenue of the Americas, New York,
NY 10020.

This book covers limited English proficient stu-
dent characteristics; politics and programs; second
language acquisition theory; methods of teaching
language: methods of teaching inath, sovial stud-
ies, and science; cultural issues, assessment; and
school and community issues related o the edu-
cation of the limited English proficient student.
This book will be published during the fall of 1984.

Single copies of the following mat~-ials are free
from the Refugee Materials Center, U.S. De-
partment of Education, 324 East | 1th Street - 9th
Floor, Kansas City, MO 64106.

ESL Guidelines. Code N~ 100-594.

These guidelines cover program goals, levels
of instruction, survival ESL, methods, and lesson
plans.

Klassen, J.R. Some Suggestions for Tutoring
Basic English as a Se-ond Language. Code No.
100-824.

Includes dialogues, drills, and resources.

Lafayette School Cooporation and Indiana SEA.
Project ESL. Code Nos. 100-769, 100-770; 100-
771.

This project developed suggested ESL lesson
plans for Language Arts, Mathematics, and Phys-
ical Education in grades 1-6.

Nguyen Dan Liem. English as a Second Lan-
guage for Indochinese. Paper presented at the

9.3

TESOL convention, San Fruncisco, March 3-9,
1980. Code No. 100-581,

This puper explains some of the teaching and
learning problems of English for Indochinese,

Trung Huu Vuong. Teaching English For Your
Vietmamese Students. Code No. 220-157.

This puper ~ffers tips on teaching and getting
(0 know Ind.  nese students.

List of Periodicals

Bilingual Journei, Evaluation, Diss:mination
and Assessment Center, 49 Washington Avenue,
Camuridge, MA 02140.

This is a quarterly publication. Subscription for
non-federally funded bilingual programs is $7.50
annually.

Bilingual Resources, Evalustion, Dissemina-
tion and Assessment Center, C ifornia State Uni-
versity, 5151 State University Drive, Los Angeles,
CA 90032.

This periodical is published three times a year
during the academic year. Price per annual sub-
scription is $7.00.

NATY --al, The National Association for
Biliug .cation, 1201 16th Street, NW,
Washir..wo.., DC 10036, (202) 822-7870.

This journal is published three times a year.
Membership in the Association for Biiingual £d-
ucation includes a subscription to the Journal and
to the NABE News.

TESOL Quarterly. TESOL, 455 Nevils Build-
ing, Georgetown University, Washington, DC
20016.

Membership in TESOL includes a subscription
to this publication and to the TESOL Newsletter.




Materials for
the LEP Student

This concluding section includes an annotated
list of textbooks and instructional materials for
teaching limited English proficient students, a list
of dictionaries und phrase books, and a list of the
publishers and distributors that handle the mate-
rials listed. The textbooks and instructional mu-

RE!

terials have been identified by grade level, English
proficiency level of the target students. and the
major emphasis of the content. An effort wor aade
to include notonly ESL 1. ierial* b .Loreading,
math, science, and socic’ studies materials that
have been especially wrnitten for the LEP student.
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Title Grade Level EnglIsh Proficlency Level Tople Coments:
Efem, Secon,  BegIn. intermed, Advanced EX Feadlng/ 1ath Sclence Social
Writing Studles
fner Ican Hol Idays This booklet explains hol ldays
Refuges Weter [als X X X RA X and Includes fol lowup actlvl=
Conter ties, Yersion Is free from the
Code No, 920-018 Refugee Materials Center, Use
code nunber when order Ing.
Aner lcan Kernal Provides opportunitles for the
Tessons: Inerne~ devalopment of the four skills.
et X X X X R Hlgh Interest, Readlng salece
By R 0'Nel I, tlons are eplsodes of a con=
ot al. tinuous detectlve story,
Longmans, 1978
America's Stor Content Includes Important
5y V. Bernsteln X X R X pecple and events In the
Steck Vaughn, 1978 history of the United States.
Lanquage and iructures are
kept sinple, The reading
level Is 2,3,
Baslc Health Alds Verslons In English, Spanish,
Tor Emergencles X X X Yletnanese, and Lao are aval |-
CEETE, Tyl able, Cambodlan and Hnong
verslons ere balng prepared,
Baslc Skllls These easy to use dltto masters
Fround The Flouse X X X R X provide good practice for be-
TFFo Masters glnners, Toplcs Include fell«
(EBCO, 1974 Ing time, calendar, dollars
ang cents,
Baslc Skllls In These functlonal readlng ever-
TeftIng Around X X R X clses provide good prectice In
TEBCT, 197 reading meps and fol lowing
dlrectlons,
The BI11 of Rights Bl lIngual Laotlan/English docu-
ReTugee Mafertals X X X X ment, VYerslon |s free from the
Canter Refugee Mater|als Center, Use
Code No, 420019 coda nunbers when orderIng,
The BI11 of Rlghts Bl IIngual Spantsh/EnglIsh docu
ReTugee MaterTals X X X X nent, VYerslon |s free from the

Canter
Code No, 420-015

. 9/

Refugee Meterlals Center, Use
code nunbers when orderIng,
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Topic

Comments:

tiem, decon,

gegln, Intermed, Advanced

EXL Readng/ Mafh Sclence Soclal
Wrlting Studles

Blology of Plents and
Rrmals ~ Lap Book
By K.B, Wardlow X

Quercus Corp., Inc.,
1983

Category Cards
Velopmental Learn- X
Ing Materlals

OLM 4231

Cltl26ns Toda
Ey T.K, Rekes, X
A, De Caprlo, and

$.R. Randolph
Steck Yaughn, 1979
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Newhouse Press
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-
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Crane Reading Sys-
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Co., 1981

X
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X
X
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X
X
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W
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This lab book focuses on ¢hser=
vatlon end study skills such as’
mekIng and reading graphs,

This gane of cards Is dlvlded
Into nlne categories, Provides
an excellent way to develop
baslc vocabulary and
classiflcatlon skllls,

Covers all maln aspects of
natlonal, state, and local
government, Enhances
vocabulary,

A bilIngual Spanlsh/Engl Ish
publ lcatlon,

This 48=plcture card kit
develops vocabulary In four
catagorles: clothing, fooa,
pets, and toys. Actlvitles
are self=checkIng.

Provides for controlled compo~
sltlon wrl’rln? uslng basic
structures, Includes sample
conpos | lons,

A total language approach spe-
clflcalty designed for ESL
students In grades K=9, The
systen Includes: ReadIng
Readlness, Readers, Practlce
Books, SkIll Booklets, Story
HrltIng Cards, Plcture and
Letter Cards, Reference
Library, Classroom Management
Guldes, and Teacher's Gulde,
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Title Grade Level Engllsh Proticiency Level Toplc Conments:

~Elem, Secon,  BegIn. Inferned, Advanced ESC ReadTng/ Mafh Sclence Soclal -

Writing Studies
%ﬂmﬂ Students can select thelr own
ariers toples for creative writing,
TeveTopnental Each page Is dlvided Into
Learning Materlals X X X W three sections: action, who
Set | LM #617 or what |s dolng the actlon,
Set 2 DLM #618 where the action |s taking
place,
Democracy In Presents a |inlted study of
AcTion by Rakes X R X varlous aspects of natlonal,
By TR, Rakes, state, and local goverment,
A, De Caprlo, and Includes a varlety of good
J.R. Rendolph exerclses, The pre=vocsbulary
Steck Vaughn, 1979 vork-up section Is helpful,
Developlng Readlng Two good supplementary readers
SKITTS for Intermediate and advanced
by L, Markstein and X X R students, These books develop
L, Hirasawa high level thinking skills and
{Interned| ate, reading comprehens|on,
Advanced)
Newbury House
Pub, Co., 1981
Double Actlon Cards X X X These cards pronote vocebulary
‘Rddrson-VesTey, 1981 bul [ding and provide opportun
Itles for oral practice,
Vis:als are in black and white,
Easy Yocabulery X X X This |s a col lection of 32
Ganes by L. eninke= ditto masters which Include
TTeno 8 variety of gemes that reln=
Natlonal Textbook force grammer, writing, and
Co., 1963 reading skills, Can be used
effectively wlth beglaning and
Internediate students,
Encounters, A Basic This collection of simpllfied
Reader PImsleur, Journallstic articles |s based
o ol, Eds, X X R on Ilte In the Unlted States,
Harcourt Brace The reading selections ore of
Jovanovlch, 1974 high Interest, Reading com

prehension exerclses and other
axerclses follov each selece
tion,
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Title Grage ! ovel EnglIsh Proficlency Level Tople Comnents:
ETen ~ Secon,  Begin, vafermed, Advenced T Readlng/ Warh vclence Soclal
Writing Studles

Eng b Across the Book | Is a content area vocab-

T i I, Fro- bulary supplement for the ESL

parTng *or Ofher XX RN X X beglnning student, Books 2 and

Eug!ecis !nzng!]sh 3 present a variety of reading,

AR writing, and study skills a-

by MM, Maggs tlvltles for the baglnning to

Natlonal Textbook Intermediate student, An Im~

Co,, 1983 portent feature of this serles
Is the teacher's manual, which
out!Ines object|ves and In-
¢ludes tests and separste
teaching suggestlons for the
ESL teacher and for the con
tent area teacher,

English as & Second Offers practlcal Instruction |

Canguage==Stud skifls needad [n the reqular

SRIils X RAY classroom: not:-iah're,

By RoT. Yorkey, outlinlng, uslng th :itvary,

et al, reading for dlfferent purposes.

Mebraw-HI11 Co,, 1970

English for o Stresses all four skills,

ThawgTng WorTd X X X X Exerclses end content are

BEEs =B based on real |lfe sltua-

by R Wardbeugh, tlons, Acconpanyng cue book

ot o, stimulates conversation,

Scott Foresman 4 Books 2-6 are geared to

Co., 1976 Interned|ate students and cen
be used for gradas 5+9,

Engllsh for t- Books 1«3 are appropriate for

naglonul Tomiiin|ca~ bagInnlng=level students,

Flon Intercon XX X RN Books 4 & 5 are epproprlete fur

Bocks |5 Interned|ate level, Vocabulary

by R.Y. Yorkey, and content are of high

ot al. - Interest to high school

Aner |can Book students, Functional reading

Company, 1978 Is Integrated Into all lessons,

EnglIsh Grammer for Single coples are free from the

CaotTans X X X Refuges Materials Center, Use

ReTugee Mater|als code nunber when ~rdering,

Center

Code No, 420~025

[



Title Grade Level Engllsh Prof I¢iency Level Tople Coments:

tlem. decon,  Begln, Infermed, Advanced e Hexding/ Math ScTence SocTai
¥riting Studles

The Engllsh Note These fundamental structure

drills can be used for Ine

WTrer\a Books, Ltd,, X X depandent study,
198
EnglIsh Step by Step Stresses vocabulery development
WTTh PlcTures through pletures, Is sultable
by RS Boggs 8 X X X for Indlvidual study,
Rud, Dixson
Regents Publ I shing
Conpany, 1980
The Engll sh Thls serles Is spocitically de
UTVTVal &7 les X X X X X RA Signed to help LEP stydents In
by WL, Faggs the gradual development of
Natlonal Textbook reading and wrltlng ski!ls,
Co,, 1981 The series Includes three
titles, each wlth three levels
(A, 8, C), The titles are:
"Bul Iding Yocabulery,” "Recoq=
nlzing Detal Is," end *ldent|=
fylng Maln Idees,"
English That Works Functlonal Job-related mater|al
Books 1 end 2 X Y X for use with I11i1erate sscond=
by KiL, Savege, ory students and adults, The
M. How, end E.L, Young tasks are orgenlzed Into small
Scott Foresnan segnents, There are review
4 Co., 1982 lossons for each unlt, Cul=
tursl booklets In Spanish,
g Vietnaness, and Chlnese are
aval lable,
Entry fo EnglIsh These baslc skills workbooks
naaEs 1 D con b usad with [|11terate,
by K.K, Beal X X X RN students with 11ttle or no ege
Steck Yaughn, Co,, ucetlon In thelr natlve len
1962 quage,
Everyday Engl I sh The contents of lessons are
s e based on everyday |1fe 8ltua-
by Dy Krullk & X X X tlons, Good vocabulary geve|
B, Zaffran oprent sctlvities In relevant
Natlonal Textbook $|tuations are Included In each
Conpany, 1980, losson,




Title Grade Lowel EnglIsh Proficlency Lovel Tople Conmonts
ETew, Sacon,  BagIn, TRteTMed, AQVARCed T Readiny Wath Sclence SCIal —
Writing Studles
Expanding Read! Provides relnforcement of baslc
sﬂmﬁmﬁf structures vocebulary bul lding
Ty 0 Rarkateln X R and gulded reading practice,
end L, Hiraseve
Nevbury House, 1977
Flrst Ald Nino single=concept modules
TERTE, T8I X X X |n English, Canbodlan, Lo,
Spanish, and Vietnaness,
Flrst Steps In A |1terocy text for the adult
ond Wt X X R/ ESL loarner, Reading md
. igrield writing skills are p s ated
wbury House Pub= In the context of ¢ . day ex
|Ishers, 1982 pressions and needs, Sound/
spel 1ng petterns are flrst
Introquced oral ly and later
practiced In iol‘ov-up xtive
itles,
Fol lett Copln Tiase saterials were vrltten
s Series X X X R X for secondery students ot 3,5
reading lovel, The readings
Bacoming & U.S, ara short and are folloved by
T.'I'HTonﬂ__ relnforcenent actlviles,
— Thase ore good alternstive
The Governmant noter{sls for students who
W sti1] cannot toke soclel
- studles mainstromm courses,
The Law and You
Follett Publishing
Conpany, 1962
Fun With Arlthnetlc This neterlal reviews olenens
81c [0 far‘ concepts of nubers and
TRETE, To8T X XX X X baslc facts, Includes

| anguage skitls and vocabulary
deve lopment exercises,
Aval lable In English,
Canbod|an, Lao, Spanish, and
Vietnuese, VWorkbooks aval
able also,



Title Grade Level

English Proflclency Lovel

Toplc

Elam, Secon,

Begln, Tnfermed. Advanced

Conments:

EXC ReadTng’ Wath ""*T; &, " SoeTal

Wrting

Fun ¥lth Arlthmet|c
Infernedlare X

Fun With Arlthmetic
vance

TEEDF- To8l

Gottlng to Know My~
Sert X

Tep Palner Educe-
tlonal Actlvities,
Inc.

Go: Readlng In
TonTant Areas X
by L, Rerber
Scholastic Book
Servlces, 1975

Government at Work

by V. LeTkowT¥z § X
R, Uhllch

Janus Publ Ishers,

1982

10y

M

X

X

'dles

This st of four modules and
werkbooks |5 deslgned fo help
studonts acquire math ski|ls
while taarning EnglIsh, Top-
les Include prime and coir
posite nunbers, prims factor-
|2ation, theory of sets,
dlvisibl 11ty of nunbers,

Aval lable In EnglIsh, Can-
bodlan, Lao, Spanish, and
Yletnanese,

This set of flve student texts
and workbooks Includes computa-
tlon of fractlons, mixed num
bers and declnals, percents,
ratlos, proportlons, and expo-
nents, Avallable In Engllsh,
Leo, and Vletnanese,

This record |s part of the

series Learning Baslc Skl lls
Througti usTe,  AIT recores.

TN TRIS Series are excellent,

A skills foxt written to help
Students learn to understand
classroon fextbooks, The sty
dent works on understanding
Important facts and ideas
though lessons In |lterature,
soclal studles, math, and
sclence, Excellent for use
WIth students who are getting
ready to be malnstreaned,

This naterlal Is falrly easy to
follow, The Teacher's Gulde
suggests fol low=up everclses
not included In the student's
fext,

L



Title Grade Level Engllsh Proflelency Level Tople Comnents:

ETem, secon,  Begin. Inferned, Advanced ESL Weading Wath Sclew 4 soclal

WrltIng ftudles
| Llke English Emchasls |s on conmunlcatlon
Books 1 & ¢ by skills, Prosents good progres:
K. Gey 4 X X X slon of skills, Includes very
L, Hluchan SIntetos useful plcture cards,
Scott Foresnan
Co,, 1981
| Like Engllsh Attentlon s glven to all four
Books J & 4 by skills, Unlt tests provide
K, Gay & X X X opportunlty for monltorlng
L, Hluchan SIntetos students' progress,
Scott Foresmen
4 Co., 1981
| Like Engllsh Provides for Increasing
Bocks 5 § b by mastery of the four skllls,
K, Gay & ReadIng selectlons present
L, Hluchan Slntetos X X X 2 varlety of toplcs
Scott Foresman 4 and settlngs,
Co,, 1981
Introductlon to Ths set of flve student texts
RTgebra = Besic X X X X X and workbooks |5 aval lable In
TEEDE, T98T English, Leo, and Vletnamese,
Jobs You Get , Provldes functlonal reading
by R, Turner X X X R X naterlal and presents prace
Follett Educetlonal tical, varled follow-up
Corp,, 1974 ' axarcl ses,
Ladder Games: Includes tw: -ats of 26 word
SToRf Word Bulld~ X X R crds, Can  od for & va-
ors, Flety of lew experlences,
Tavelopnental
Learning Mater|els
DO 600E
Language You Speak Contalns short, interesting
by K, Turner X X X R reading selectlons with
Follett Educational practical and challenglng
Corp,, 1914 gxerclses,

11



Title Grade Lovel

Engllsh Proficloncy Lavel

Tople

Commants:

tlem Secon, Degln, Tnfermed, Advanced ESL RoadIng/™ Math Sclonica Sotal
Writing Sudles

Magle of Englsh Strosses all four skills, Good

w%gmr-g— X X R X for concept davelopment, In=

TR troduces baslc vocabulary and

Harper 4 Row Pub, Co., structures, food math unlts,

1970

Moasurenent There are 2 modules In this

TEEDE, T98T X X X X unit, The materlels develop
concepts and skills In length,
volung, tlme, mass, and tem-
perature. Glossaries of tech=
nlcal terms are fncluded In
the teacher's quide, Avall-
able In Engllsh, Lao, and Vlet=
namese,

The Measurement An actlvity kit for upper ele=

WTssTon mentery and middle school

TEETE, 198 X X X X students, Students apply
netric measurement skills In
Imaglnative adventures In
space travel, Materlals
Include Teacher's Gulde,
student log book In English,
tnong, Leo, and Vietnamese, en
audlo cassette, and one flm=
strip,

Minl Decks (set of 6) This set of slx packs of cards

TPEERT X X has a varlety of epplications,

Aver|can Guldance A teacher's manual Is not

Servlce aval lable,

Modern Short Storles This Is an Introduction to

Tn EnglTsh wol|=known Amer|can auihors,

OTxson, Ed, X X R The selected short storles

Regents Publ|shing Co, are of Interest to the |imited

197 Engllsh proficlent student,

My Country = The This book wlll help functlons

U.5A, X X RV X ally 1111terate adults and ado

By Es smith & lescents develop reading and

FR, Lukz

Steck Yaughn, 1972

113

writing skills while learning
sone aspects of the Unlted
States and Its governnent,

114



Title Grade Lovol Engllsh Proflcloncy Lovel Tople Comsantas
LTam,  secon, . Bogin, Intarmed, Advancad LS aadfagl Wt oclaiico voCTAl
Welting Studles
My Flrst Plctura ' Contalns easy doflnitlons,
g‘f’_@xﬂm—" X X Words are organi2ed by ratego~
y JonkIns and Mo, Acconpany Ing exerclse
Schel ler bool, and answer key are
Sott Foresnan aval lable,
4 Co, 1978
Hy Plctlonary Plcturos end words are qn
y . Fonroo X X sented In categorles, T
A, Schiller ¢lassroon teacher can plan
Scott, Foresman actlvitles based on this
4 o, 1975 dlctlonary,
Oxford Pleture Dlc- , Thh: vocabulary Ispr%omed In
TTonary of Americen X the context of over 10 toplcs,
Wmal It Is also avallable In on
TRgTTSN EATFION Engl1sh/Spenlsh edltlon, Pro~
FVEE'.C.'PBTW vides for self-studys
Oxford Unlversity
Press, 1978
Passage to ESL Thls workbook helps ol der
[Teracy by UM, X X X RN 111terate secondary school
onfle end adults develop skllls In
Delta Systens, Inc, vlsual dlscrimination, sound
1981 synbol assoclation, slght word
racognltlion, reading, and
writing,
Photo Sequent lal Full=color photo cards provide
37ds X X for practice In sequencing of
TeveTopmantel events, Can be used wlth
Learning Mater!als Sth or 6th graders,
DLW #325
Play and Practlce! Ths Is a set of twenty dupll-
DupITcatTng Mesters catlng masters contalning
Natlonal Textbook X X X qanes end actlvities for ESL
Company, 1979 students,
Practical English Excellent for & newcomer who
5 has studled Engllsh but needs
by T, Harrls X X X X review of baslc structures,

Harcourt Brace
Jovanovlch, 1980

Cultural ly aad ethnlcally di=
verse In content and |1lustra=

tlons,
11%
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Tiile Grado Love| English Proflclancy Level Tople Commants!

Elom, 5acon, Dol Toteroed, AVARGed Fo andlig/ MATR o afca Soc [T
WrltIny Studlns

Prof | les (antalns short blographlas

W77, Clonants & of famous Anorlcens of varlous

L, Burrel| X f aihnle groups, Develops critl=

Glaba Book Company, cal thinklng skills, The mae

1971 tertal Iy of high Interest nd

I8 net difflcult to read,

Quastons and Contalns an excel lent varlaty

Kaswars on Aner = of Information, The formet Is

can CTH e ! oasy to follow,

by S, Wlener

Regents, 1962

Reading and Con= Containg excel lent reading

V‘erEiioni!’""" and dlscusslon material, Tope

ToGuf The 1.5, X R Ics Include Americen |ife and

IT$ Foople, 178 cutture, geojrephy, goversment,
story, and TTs education entertalment, art,

Tisfons sports, and music,

Books T 4 2

EnglIsh Language

Services, 1976,

Readlng, ThinkIn This s challenging and

and WriTin Interasting reading mater|al,

By W, Lowrence X i

Unly, of Michigan

Press, 1975

Sclence Readlngs Thls general sclence reader

for Students oi Includes blology, chemlstry,

EngITshas & eorth sclence, math, medlcine,

Sacond Language X R and space travel, |t alsy

e

B, Walker Brown
McGraw=Hl 11, 1966

Speck Eng|lsh! X
y Mo A, \oriey,

Jo M Coyle, &

B, Ansin Snallvcod
Institute of Modern
Lenguages, Inc., 196]

11

contalns exerclses for vocabe
ulary development,

Teaches survlval Engllsh skills
to the adult |earner,

118
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Grada | 8vel Englsh Proti: lengy. Leval Tonli Comitol

I Tt
T YA, Saeaa, Mgy ThharRAT, NEUARCer T T T Raattags Rl Rena ST
Witing Sudles

SpaakIng of Nuw Thts materlal 19 wery good for

ﬁﬂ"'l T X k X bagliners wha peed baslc math

mvhm« ol Mad- vocahulary 10 wweceed [n ¢lans,

rn Languages,

|8,

$pIn and Soa Ganas | faf of ?m fhat can be whad

H%WMWIW“' A XX X ol diftarant lovals, Each
ure has Instructions o the
back,

This sorles of §1x readors conr

Stapping Into Englluh
TR

¥V folnw supp lementery mdln?
Notlonal Textbook X X X i apoc 1 lcally dunlgned for tSL
Co,, 1900 sudents, Dupllcating

mavtors, cassetton, and ! m
sirlpy ara avallsble for each
book,

Target on Language This workbook I8 10 be used I
WorkBaor e conjunctlon with tho Target on

TReTsT Thurch Chlld X X X Languege Manual and ¢
Conter 'u'ﬁlgl. El':ih‘ﬁé"'mnlly used by
o voluntosr or olde, Actlys

108 stlaylate langunge
loerning through vocabulery
davelopnent, claaslfication
skills, followlng directions,
8nd expressing |deas,

Thaso shx small paperback
readors Introduce slx actlons:

This |n the Wy

Tovelopnentel X X R win, run, crawl, fly, jom,
Learning Materlals Good for early readars,

OLM 142 |

Tutorette Prograns This serles of sudlo card pro-
KidToTronTes X X X X X grams Include language master

cords In ESL, math, and sure
vival skills for K-adult o=
vols, Most progroms ere for
beglaners or Internedlate
lovels of proflclency,

Ly
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Hrle r wia | aval Eng!tah Fraticlmacy Lavel fople {ragnt
B 1T T i Y T P s =
Wl ng Stuiley
Twond luth Cantyr Thesa shrt §1oFles ere spac
ﬂﬁﬁﬁﬂﬁﬂ“l ﬂuuzwmvwvwlhnw
AL i X ) i bglish praflclont yiudents,
T Reonoch fhe salections we of Migh
Racal l1aa b Co,, Intevast,
197
U4, Conntitutlom Bl ingual Laat Imn/Engl | ah docu-
Lo L AT ! Koo X X nent, Yorslon Iy fren from the
Conter Refugon Matorlaly Conter, Use
Code Mo, 430-011 Code number vhan o dor Ing,
U4, Dacloration of | Bl1ingual Spanta/Tnglieh docue
X A X X nt, Yaralon iy froe from the
ol Rofuges Matwr laly Contur, Upe
Contor Code nmber vhen o dor | g,
(ode No, 900-015
Unlted States ThEa 18 & very comprahenylve
Moy V.S W atory tantbook thet
. \ X | provides many opportuntties
United $tates to Felnforen concopts, The
covarage of historical aveaty
oy, 1° RIght Da 00 entenslve for the
Modulearn Inc,, LEP studeat,
1)
The VS, In the X X R X Thote U3, Nlstory textbooks
M— we vritton ot the S1h grade
reddng fovel, The booky
Yol, | The Road provide good conprehens lon
(, estions ot ihe ond of gach
. chpters A feaching quide Is
aval lable,
Yol, Il The Oe
0 16

Yol 11l Expanslon

by K, ond §.A, Uva
I, G

121




y K. LTve
Prentlce-Hall, 197]

Title Grade Level EnglIsh Prof Iclency Level Toplc Comments:
Elem, econ,  begin. ‘ntermed, Advanced ESC Readlng/ Meh ScTence SocTal
WritIng Studles
thare Have You Been Wr|tten at approxImately rd -
N7 Thasg Tears? X X X 44h grade reading level, this
| high Interest U,S, history
Bopk |==Prehlstory- neterlal provides many oppor=
Far of T8 tunltles to relnforce concepts,
- The coverzge of hlstorlcal
Book 2-=1620'5~|860's avents mlght be too extenslve
for the LEP student,
Book 3==Clvl| War-
or'id war
Book 4==1920's~=|970's,
Anldon Publlcatlons
No date availtble
Nords, Words, Words These short, purposeful
y .0, Sheer exarclses are designed to
and R.Y, Markley X X X teach vocabulery, This
Regents Pub, Co., book can be used as a self-
1981 study text,
Write! Exploring Relnforces wrltlng sk!lls
EngTTsn for Speak= through everyday 11fe toples.
ars of Uther Lan- X X X W The format allows for Indlvid-
iees uallzed use,
gy 1. al lgren &
M, Walker
Adai son=Hesley,
1976
Yes! Engllsh for Enphas|s |s on I1stening, com=
TRITdren, Books A, prahenslon, and comunlcatlon
B, and U X X X ¥ skills, Teacher's Gulde pro
by M, Halker vides lesson plans, Book C
Addison Wesley Introduces wrlting skills,
PublIshing Co.,
|9
Yesterday a Todey These readlng selectlons desl
Tn The U.5.A, X X X R X wIth Inportent aspects of U.S,

history up to the present,
Good vocabulary and soclal
studles concept developnent
actIvitles follow the readings.

24



Materials for
the LEP Student

Dictionaries
LANGUAGES

Cambodian

Cambodian-English/English-Cambodian
Dictionary

Korean

Essence Korean-English-Korean Dictionary
Miujung Seogwan

Korean-English Dictionary
(pocket size)

Lao

English-Lao/Lao-English Dictionary
M. Russell

Tuttle-English-Lao/Lao-English Dictionary

Portuguese

Collins Portuguese-English
English-Portuguese Dictionary

5

PUBLISHER/DISTRIBUTOR

Iaconi Book Imports
300 Pennsylvania Avenue
San Francisco, CA 94107

Seoul Books
3450 West Peterson Avenue
Chicago, iI. 60659

Seoul Books
3450 West Peterson Avenoe
Chicago, IL 60659

Iaconi Book Imports
300 Pennsylvania Avenue
San Francisco, CA 94107

Editorial Excelsior

15 North Market Street
San Jose, CA 95113
(408) 293-3734 or 3735

Editorial Excelsior

15 North Market Street
San Jose, CA 95113
(40&) 293-3734 or 3735




Spanish

A Beginner’s Bilingual Pictorial Dictionary
Code #TO1

Cassell's Spanish-English/English-Spanish
Code #MTO001

Diccionario Abreviado
Inglés-Espariol/Espaiiol-Inglés
Code #VX126

Diccionario Bilingiie Ilustrado
Spanish-English

Vols. I, II, III

Code #s TB6, TB7, TB8

Diccionario Inglés for Spanish Speakers

Diccionario Moderno Espaiiol-Inglés/English-
Spanish

R.G. Pelay

Code #LA351

Mi Primer Diccionario Ilustrado
(Spanish-English/English Spanish
Bilingual Picture Dictionary)

The Random House Basic Dictionary:
Spanish-Spanish/English-English/English-
Spanish Sola

Vietnamese

English-Vietnamese/Vietnamese-English Com-
bined Dictionary (medium size)

Nguyen Van Khon

Code #DN-004

Vietnamese-English Dictionary
Nguyen Hoa Dinh

Primary Word Book
English-Cambodian
English-Hmong
English-Lao
English-Spanish
English-Vietnamese

Bilingual Educational Services
Post Office Box 669

South Pasadena, CA 91030-0669
(211) 682-3456

(800) 423-3557

Continental Book Company
11-03 46th Avenue
Long Island City, NY 11101

Continental Book Company
11-03 46th Avenue
Long Island City, NY 11101

Bilingual Education Services
Post Office Box 669
South Pasadena, CA 91030-0669

Bilingual Publications Company
Post Office Box 669
South Pasadena, CA 91030-0669

Continental Book Company
11-03 46th Avenue
Long Island City, NY 11101

Bilingual Education Services
Post Office Box 669
South Pasadena, CA 91030-0669

Bilingual Publications Company
Post Office Box 669
South Pasadena, CA 91030-0669

Dainam Company

1334 North Pacific Avenue
Glendale, CA 91202

(213) 244-0135

Iaconi Book Imports
300 Pennsylvania Avenue
San Francisco, CA 94107

Centers for Educational Experimentation,
Development, and Evaluation (CEEDE)
218 Lindquist Center

The University of Iowa

Iowa City, 10 52242

(319) 353-4200
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Phrase Books

English-Chicese Phrasebook
(for Cantonese Speakers)
Cas: ;t1e tapes available

English-Hmong Phrasebook
1981
Cassette tapes available

English-Khmer Phrasebook With Useful Wordlist

(for Cambodians), 1980
Cassette tapes available

English-Lao Phrasebook With Useful Wordlist (for

Laotians)
Cassette tapes available

English-Spanish (Cuban) Phrasebook, 1981
Cassette tapes available

English-Vietnamese Phrasebook
Nguyen Hy Quange
Cassette tapes available

Publishers

Addison-Wesley Publishing Company
120 Interstate North Parkway East
Suite 168

Atlanta, GA 30339

Alemany Press
Post Office Box 5265
San Francisco, CA 94101

American Book Company (see D.C. Heath)
American Guidance Services

Publisher Building
Circle Pines, MN 55014

Center for Applied Linguistics
3520 Prospect Strect, 2nd Floor
Washington, DC 20007

(202) 298-9292

Center for Applied Linguistics
3520 Prospect Street, 2nd Floor
Washington, DC 20007

(202) 298-9292

Iaconi Book Imports
300 Pennsylvania Avenue
San Francisco, CA 94107

Iaconi Book Imports
300 Pennsylvania Avenue
San Francisco, CA 94107

Center for Applied Linguistics
3520 Prospect Street, 2nd Floor
Washington, DC 20007

(202) 298-9292

Center for Applied Linguistics
3520 Prospect Street, 2nd Floor
Washington, DC 20007

(202) 298-9292

Amidon Publications
1966 Benson Avenue
St. Paul, MN 55116-9990

Barnel Loft, Ltd.
958 Church Street
Baldwin, NY 11510

Borg-Warner Educational Systems

600 West University Drive
Arlington Heights, IL 60004

Bowmar/Noble Publishing Company

4563 Colorado Boulevard
Los Angeles, CA 90039
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CEBCO Publishing Company
9 Kulick Road
Fairfield, NJ 07006

CEEDE

Center for Educational Experimentation,

Development, and Evaluation
218 Lindquist Center
The University of Iowa
Iowa City, 10 52242

Christ Church Child Center
8011 Old Georgetown Road
Bethesda, MD 20814

Collier Macmillan International
866 Third Avenue
New York, NY 10022

Continental Press Inc.
Elizabethtown, PA 17022

Crane Publishing Company
1301 Hamilton Avenue
Post Office Box 3713
Trenton, NJ 08629

Curriculum Associates
5 Esquire Road
North Billerica, MA 01862

D.C. Heath

(Includes American Book Company)
125 Spring Street

Lexington, MA 02173

Delta Systems, Inc.
215 N. Arlington Heights Road
Arlington Heights, IL 60004

Developmental Learning Materials
Post Office Box 4000

One DLM Park

Allen, TX 75002

Easy Aids Inc.
256 South Robertson Boulevard
Beverly Hills, CA 90211

H

English Language Services
5761 Buckingham Parkway
Culver City, CA 90230

Follet Publishing Company
1010 West Washington Boulevard
Chicago, IL 60607

Frank Schaffer Publisher

26616 Indian Peak Road

Dept. 46

Rancho Palos Verde, CA 92074

Glencoe Publishing Company
17737 Ventura Boulevard
Encino, CA 91316

Globe Book Company
50 West 23rd Street
New York, NY 10017

Hap Palmer Educational Activities
Freeport, NY 11520

Harper and Row Publishing Company
10 East 53rd Street
New York, NY 10022

Houghton Mifflin Company
One Beacon Street
Boston, MA 02107

Institute of Modern Languages, Inc.
Post Office Box 1087
Silver Spring, MD 20910

Instructo/McGraw-Hill
18 Great Valley Parkway
Malvern, PA 19355

Longman, Inc.
19 West 44th Street
New York, NY 10036

McDougal, Littell & Company

Post Office Box 1667-C
Evanston, IL 60204
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McGraw-Hill Book Company
1221 Avenue of the Americas
New York, NY 10020

Macmillan Publishing Company
Front and Braun Streets
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